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CHAPTER I
INTRODUCTION
Purpose
This study was undertaken to accomplish four
ob j ect ives
:
(1) To document the positiveness of integrating an
orientation toward parent involvement into
teacher education programs;
(2) To construct a series of educational experiences
that would help prospective teachers to focus
upon the requisite skills and attitudes for en-
couraging and supporting parent involvement;
(3) To construct and utilize a training process; and
(4) To evaluate the effectiveness of the training
process by assessing the effects of the learning
experiences upon the attitudes and perceptions
of the prospective teachers.
stra
exis
indi
proc
teac
Statement of the Problem
Teacher-parent relations are in somewhat embarrassing
its, for historically an attitude of distrust has
ted between them. Too often teachers view parents as
ffcrent and incapable participants in the educational
ess.
hers
At Llie Sauie
as opponents
time, parents often categorize
of the parents’ rights in educationa
1
1
2decision-making. In 1932, Waller described the strained
relations that characterize parent - teacher interactions:
From the ideal point of view, parents and teachers
have much in common, in that both supposedly, wish
things to occur for the best interests of the child;
but, in fact, parents and teachers usually live in a
condition of mutual distrust and enmity. Both wish
the child well, but it is such a different kind of
well, that conflict must inevitably arise over it.^
Commenting on Waller’s observations of forty years ago,
Safran is convinced that the above description of parent-
2teacher interaction is recognizable today. Hefferman
and Dodd have likewise attested to the difficulties that
parents and teachers experience in relating to one another:
Certain negative factors have hindered the development
of positive attitudes toward the school and positive
relationships between parents and teachers. Parents
and teachers have both failed to recognize that educa-
ting a child is a task they have in common. The home
has been thought of as the place where children were
reared by their parents, the school as the place
children were educated by their teachers. Parents’
unconscious fear of, and hostility toward the authori-
tarian teacher and school was often the result of their
own unfortunate experiences in childhood. Too fre-
quently the school of the past was not geared to child
interest and level of development, and it produced
an adult who was not concerned about the school.
Cooperation is steadily improving, but remnants of
fear and lack of understanding still interfere^with
mutual accomplishment by parents and teachers.
In the long run, the negative opinions held by parents
and teachers at the one-to-one level tend to produce
stereotypic impressions of the opposite group. Consequently,
issues and problems continue to be confronted abstractly
-Jr-'* /->-*' are;’*
in geiieiai terms as lo
blame is ultimately assigned to the opposite
group and, in
3the case of teachers, the individual teacher tends to feel
exempted from the responsibility of the problem. There-
fore it appears that for many teachers, there is the pro-
blem that they may lack the appropriate attitudes and skills
for working with parents.
Clearly the responsibility for the lack of appropriate
attitudes and skills for working with parents among teachers
must be accepted, in part, by teacher training institutions.
Safran has noted that the movement towards encouraging, man-
dating and studying parent involvement "seems to have been
4
rising around teacher education virtually unnoticed." He
further states that teachers are no more prepared to work
with parents now than they were ten years ago.^ The lack
of skills in working with parents has also been identified
by Karnes, Zehrback, and Testa as an obstacle for true
family involvement in the school experience.^
This study is based on the belief that the effort to
enhance the viability of the home-school partnership should
focus specifically on the teacher's competence in establish-
ing good relations with parents. Though it is essential
for the school's administration to set overall goals for
parent- teacher relationships, it is the interaction between
the individual teacher and the child's parent (s) that
either builds or undermines the home-school partnership.
In other words, the c^chooTs climate of acceptance
or
4non-acceptance of parental involvement is directly related
to the dynamics of the parent - teacher interaction. No
other functionary in the school shares the unique relation-
ship with parents as held by the teacher. Therefore,
because of that unique position in the home-school partner-
ship, this investigator believes it is the teacher who im-
plicitly assumes the key role as initiator, supporter,
nurturer and even shaper of the school’s parent involvement
effort
.
Traditional teacher education has generally paid lip
service in recognizing the influence of the home in the
child's education, especially prior to 1960; programs have
been designed upon the assumption that most of the child's
learning occurs in schools and from what teachers do in
schools. This position contributes to the many misconcep-
tions that teachers have toward parents.
One obvious manifestation of the lack of a parental
involvement orientation in teacher training institutions
is the absence of parent - related courses from the teacher
training curriculum. A survey of New England college
catalogs in 1974-1975 revealed only a small minority of
teacher training programs that offered parent related
courses
.
Teacher
training for
education colleges need to provide specific
working with parents and Lhis Liaiuiug Siiuui
1U
5be offered to prospective teachers. Safran states that
teachers must be prepared for working with parents before
they start teaching. He writes:
In-service training, I have found is not only too
little, it is too late. . . .By the time many
teachers are on the job they have been prepared not
to work with parents.^
Hefferman and Todd concur with Safran’ s recommendation.
Commenting specifically upon training teachers to conduct
parent -teacher conferences, they write that "an opportunity
to learn how to conduct successful person-to-person con-
ferences should be included in the professional education
9
of prospective teachers in colleges and universities."
The specific problem, in brief, which this disserta-
tion will address is that teacher training institutions
in general have not been encouraging educational programs
that prepare the prospective teacher to work with parents.
By providing this training, the author contends that we can
reasonably expect that parent- teacher relations will im-
prove and that there will be an increase of parent involve
ment in education.
Inasmuch as teacher training institutions need to
create programs that will promote teacher competence in
working with parents, the intent of this dissertation,
then, is to develop and evaluate a set of training
experiences to foster better parent-teacher relationships.
6Significance of the Study
A survey of teacher training programs in the New
England region was carried out by the researcher in March,
1975 to ascertain the extent to which parent involvement
oriented courses were included in the curricula. The survey
identified a small number of the desired courses. Thus,
in an effort to contribute to the body of teacher training
models for v;orking with parents, this study was undertaken
.
Secondly, this study should be useful in the planning
and implementation of training programs in several ways.
For example, the training experiences developed in this
dissertation should be used to extend the curriculum con-
tent of teacher training practicum seminars towards a parent
involvement orientation. Further, the evaluation instru-
ments could be utilized for assessing ongoing training
needs. In addition, the training experiences and the eval-
uation instruments should be useful for providing insight
into the attitudes and understandings of teacher- interns
as they prepare themselves to work with parents.
Limitations of the Study
Several factors contribute to the limitations of the
study. First, the focus on one geographic area, the
New
England region, for the purpose of increasing the
number
of parental involvement training models in
teacher educa-
tion programs, restricts the potential for
generalizing
7the study to a larger population. Therefore, only to the
extent that the status of parent involvement related
courses in New England teacher education programs repre-
sents a similar state of affairs in other areas is the study
suited to wider general izabil ity . Secondly, because the
study was undertaken in a teacher training laboratory pre-
school, the generalizability to teacher internship pro-
grams working with children of different ages and types of
education is limited. The third limiting factor affecting
the study lies in the evaluation design for the training
experiences, and in this respect, the following considera-
tions have been identified:
-- The four groups of part icipants -- experimental and
control group of teacher- interns and parents--
represented an arrangement that had been established
before the study for training and administrative
objectives of the center’s internship program;
Therefore, randomization of the four groups did not
occur
;
-- The teacher intern groups were small, i.e., the
experimental group n = 10; the control group
n = 8 (6)
;
-- The parent groups were essentially from a small
college community and therefore were not repre-
sentative of the total preschool parent population;
-- The schedule of the training period was only one
hour per week over a twelve week period;
-- The participants may have represented a bias sample
since they were participating in activities at the
laboratory school that supported parent involvement.
Finally, the guiiorality ^ CUL UilC IC^UJLLD
^ rU i. 4- U ^L :> c usa ^
reduced by the omission of a pilot testing phase for
8the curriculum and data collection.
Definition of Parent Involvement
For this dissertation, parental involvement in education
is defined as the active participation by the parent in the
educational development of the child in a variety of roles,
i.e., as a tutor of the child, as an advisor or decision maker
in matters pertaining to the school, as a volunteer in the
school and as a learner of these roles.
Design of the Study
The dissertation has been developed into four parts;
(1) A formulation of supportive data regarding the
necessity for teacher education institutions to
incorporate parent involvement training for teachers
as a priority;
(2) The development of a set of training experiences to
help prospective teachers to work with parents;
(3) The evaluation of the training experiences developed
by the researcher; and
(4) A discussion of the insights gained from (a) the
evaluations by the teacher- interns and the parents
of the children with whom the interns worked and
(b) the experiences in conducting the training sessions.
9Evaluation of the Training Process
To assess the effectiveness of the training process,
data were collected from the teachers involved in this study,
and from the parents whose preschool children were instructed
by these teachers. A quasi-experimental research design was
employed: Nonequivalent Control Group Design.
A group of teacher- interns from the Early Childhood
Human Development Teacher Preparation Program at the University
of Massachusetts participated in a seminar, ’’Building the
Parent-Teacher Partnership,” conducted by the researcher.
The teacher- interns receiving the training experiences com-
prised the experimental group.
,
Another group of interns who
were not involved in the seminar constituted the control
group. The Nonequivalent Control Group Design was selected
because it permits experimentation with pre-established groups
that lack the possibility of pre-experimental sampling equiva-
lence. In the case of this study, the assignment of the par-
ticipants to the respective groups was decided by the teacher
education program. Therefore, the use of the pre-established
groups necessitated a research design that would enhance the
validity of an evaluation in which non-randomized subjects
were employed.
The following components summarize the Nonequivalent Group
Design used in this study:
10
--One experimental group; one control group;
--A treatment to one group, the experimental group;
--A pre-test and post-test of both groups.
In addition to the teacher- intern groups, the parents
of the children enrolled in the center's two classes at the
laboratory school, the site of the interns' practicum were
included in the evaluation of the training experiences. The
parents received no treatment; rather a questionnaire was
devised to survey the extent to which the parent observations
corroborated the interns' self -percept ions . The parents of
the children enrolled in the session taught by the experi-
mental group of interns comprised the experimental parent
group; the parents of the children enrolled in the session
taught by the control group of interns comprised the control
group. (Table 1 illustrates the evaluation plan.)
The internship program at the Human Development Center
was selected because as an early childhood program, it provided
the type of setting that offered optimal frequency of parent-
teacher contacts. It is normal to expect that in a program
for preschool age children, in contrast to school age programs,
more parents would be found in the school accompanying their
children to and from the premises.
Between September 1975 and December 1975, the experimental
group of teacher-interns participated in the one hour
weekly
seminar, "Building the Parent -Teacher Partnership."
This
seminar was conducted by the researcher utilizing
guest lecturers
11
TABLE 1
EVALUATION PLAN
Group Measurement s and Treatment
Teacher- Interns
Experimental Pre-test Training Post-test
Control Pre-test Post-test
Parents of Pre-
School Children .
Experimental* Pre-test Post-test
Control * Pre-test Post-test
*Parents in neither group received training. They are
differentiated into two groups in accordance with whether
their children were taught by interns belonging to the
experimental or control group.
12
for selected topics. Tiie seminar followed the experimental
group of teacher- interns ' weekly practicum related seminar
conducted by their supervising teacher. It sl\ould be noted
that both teacher- intern groups met for a practicum related
seminar with their respective supervising teachers.
The experimental and control groups of teacher- interns
were pre-tested in September and post-tested in December. The
pre- and post-testing of the two parent groups did not
coincide with the testing of the two teacher- intern groups.
Pre-testing of the two parent groups was administered three
weeks after the first training sessions for the experimental
group of teacher- interns . By delaying the parent groups'
pre-testing, a short period was created in which the parents
could become acquainted with the teacher- intern before complet-
ing the opinion survey. The post-testing of the parent groups
was administered approximately two weeks after the post-test-
ing of the teacher- interns . The delay in mailing the post-test
to the parents was to circumvent the potential for some
disinterest in completing the questionnaire due to the height-
ened activities of the Christmas holiday season.
Instruments
Two specially designed questionnaires were constructed
by the researcher to measure the effects of the
parent involve-
ment seminar on the teacher- interns
:
13
--
"A Survey of Attitudes, Perceptions, and the
Perceived Level of Preparedness of Prospective
Teachers Toward Working with Parents" (See
Appendix A
. ) ;
--
"A Survey of Parent Perceptions Towards Teacher
Interns' Competencies for Working with Parents
in a University Laboratory School" (See Appendix
B.).
The teacher - interns
'
questionnaire was designed to measure
the interns' self-assessments of their knowledge, skills and
attitudes for working with parents, and increasing parent in-
volvement. The parents' questionnaire was developed to assess
the teacher- interns ' abilities to work with parents.
Organization of the Dissertation
Chapter One encompasses the background, the statement of
the problem, the significance and the limitations of the study,
the definition of parent involvement as it relates to education,
and the design of the study.
Chapter Two contains a review of the pertinent literature
and research that forms the rationale for the teacher training
experiences related to parent involvement in education developed
in this study.
Chapter Three consists of a description of the training
program, the objectives, and an outline of the curriculum con-
tent. This chapter also includes the design for evaluating
the training experiences, a discussion of the participants,
an
explanation of the training procedures and a description of
the evaluation instruments designed for this study.
14
ChciptcT* Four ciiiQlyzcs tlic cintn, discu55C5 nnd interprets
the results of training evaluation.
Chapter Five consists of a summary of the study results,
recommendations for further research and presents the
conclus ions
.
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CHAPTER II
REVIEW OF THE LITERATURE
This chapter discusses and analyzes the issue of parent
involvement in the school, as it relates to teacher train-
ing in the light of literature and research in this area.
The literature to be discussed is divided into three broad
topics :
(1) The Need for a Family- Centered Teacher Education
Perspective;
(2) The Relationship Between Teacher Education Pro-
grams and Parent Involvement - -A Theoretical Posi-
tion Based upon Three Conceptual Models; and
(3) The Impact of Parent Involvement Movement upon
Education and Its Implications for Teacher
Education.
The findings of this literature review formulate the
conceptual framework upon which the teacher training ex-
perience in this study were developed.
The Need for a Fam ily- Centered Teacher
Education Perspective
The rationale for suggesting that teacher education
needs to operate from a fami ly-or iented base is founded
upon the recognition of the eminent position of the family
1 7
18
in the child’s educational development. To describe the
unique position of the family in educating the child, a set
of ^®search generalizations implied by the literature re*
lating to child rearing practices, sociology of the family,
parent education and parent participation in education will
be presented here.
Statement of Generalizations
1 • The family as the basic societal uni t is recogn i z e
d
as the agency with the primary responsibilitie s for social. i-
zing and educating the child . According to Winch, the
socializing/educating role of the family encompasses both
personality development as well as the acquisition of values '
and skills--both intellectual and motor. ^ This role is
seen as a basic societal function and it is generally
agreed upon that this is a fundamental sociological view of
the family. Moreover, the theses of sociologists such as
2
Ogburn and Parsons, whose works delineate the functions
of the family, are the major sources that lend credence
to the stated generalization.
2 . Pa rents are the principal mediators of the child’s
environment and as such, they determine the quantity and
quality of the prerequisite skills, concepts, generaliza-
tions and understandings about the world around him that
are necessary for the learning experiences offered in formal
This generalization summarizes the theses of theschool 1 ng
.
19
psychologists, sociologists and educators who have analyzed
the effects of child rearing practices on children in the
earliest years. Prominent among this group are the studies
of Bloom (1964); Hess (1969); Hunt (1961); White and Watts
(1973)
.
3 . Family variables such as the home environment,
parental background, parental attitudes and behavior have
a significant relationship to the child’s success in school .
This generalization is inferred from the research relating
to the influence of parental attitudes and behaviors on
personality development, self-concept, learning motivation
and educational achievement.
In addition to these psychological studies, educa-
tional research suggests that the home environment explains
much of the variance in achievement. The principal work
advancing this thesis is the Coleman Report (1966). Recent
studies, such as the findings of parent -oriented compensa-
tory pre-school programs, tend to confirm the Coleman data.
Such studies are cited by Gordon’s review of the related
research (1970). Additional pre-school reports that
confirm the Coleman thesis are the MIDCO Head Start Report
(1972); Klaus and Gray (1968; 1970);
^ Weikart (1971, 1972)
and Karnes, Hodgins, Stoneburner, Studley and Teska
(1968).
At the elementary school level, the most
available
research relating family variables in educational
achievement
20
is in the area of reading. Notable among the research in
reading that supports the above generalization arc (a) the
fi^oni the International Association for the Evalua”
tion of Education Achievement (1973);^ (b) The School and
Home Program of Flint Michigan (1968);^ and (c) the Western
Behavioral Science Institute Follow Through Model Report
(1972)
4. The family may impose a greater influence upon the
child than the school. The studies that correlate family
variables with school performance present increasing evi-
dence that the home does indeed have a greater influence
in some areas of educational development than the school.
Schaefer, one advocate of this thesis, boldly states that
"the child's education in the family may well be a greater
influence in his intellectual and academic development than
9 •
the child’s education in the school.'"
Jencks' study of equal educational opportunity in
America points to the preponderance of the family's in-
fluence upon the child over the efforts of the school.
He concluded that "children seem to be far more influenced
by what happens at home than by what happens in school.
In addition, the White House Conference on Children
Report to the President, 1970, attests to the dominant
influence of the family:
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The school
a child’s
to live in
what kind
15 second only to the parents in influencing
character and personality in preparing him
and \%ith his environment and in determining
of 3-a adolescent and adult lie will become.
Implications for Teacher Education
If the family is, as the literature implies, a signi-
ficant contributor to the educational experiences of the
child, and in some aspects is more influential in that
development than the school, then it is reasonable to expect
that any teacher training philosophy in which the role of
the teacher is understood within the framework of his*
relationship to the family’s educational function should
expand the teacher's knowledge as well as his experience.
Furthermore, as the thrust for educational programs to draw
upon all human systems gains more momentum, the family,
which is the most intimate human system that the child en-
counters, should become a focal point for any agency that
endeavors to play a role in that child’s development.
Therefore, since teacher education assumes a major respon-
sibility for the child’s education, it is also the respon-
sibility of teacher education programs to prepare and equip
its teachers to discern their relationship to parents and
to respond with respect to certain parent-oriented
Pronouns in the m.ale gender are used
throughout this dissertation.
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educational goals.
From this point of view, the writer's need to infuse a
parent-oriented perspective into teacher education programs
is essentially an application of Shaefer's model of a "Life-
time and Lifespace Perspective for Education" in which he
holds that "the family is the most important educational
12institution. Further, he argues that education needs to
be expanded to a family- centered perspective. This per-
spective can be viewed as a natural response to the above
stated research generalizations and may be interpreted as
a position that appreciates the fact that the ultimate
responsibility for education rests with the family. When
applied to teacher education, the family-centered perspective
means that training content should be concerned about the
family's role in developmental and learning processes as
well as the family's contribution to educational change
strategies. The acceptance of this thesis is not an attempt
to dislodge any of the present functions of the professional
teacher; rather, it offers a more realistic perspective that
enables educators to become more sensitized to family-based
educational problems. In addition, it provides a focus
on the positive benefits of a home-school partnership role.
In brief, the above research generalization, which
summarizes the family's place in the educational development
of the child, chcilx^i^'ii^c^o v^CiciCdi-xv^^ii cO iV''- till J. ^ 'w
an d to integrate into its philosophy and objectives a
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family-centered perspective. Per these reasons, it is
felt that a teacher training program that operates from
a perspective, that appreciates the family ' s respons ib i 1 ity
in the child’s educational development is a necessary com-
ponent for preparing teachers.
The Relati onship Between Teacher Education
Programs and Parent Involvement: A
Theoretical Position Bas ed upon
Three Conceptual ModelT
The general problem, which is the awareness of the need
for teacher education content to be broadened to include
the issues and problems of parental involvement, is illum-
inated when an examination is made of what is observed to
be the connection between teacher education and parental in-
volvement in the formal school system. To this end, three
conceptual models that have been created to interpret the
perceived relationship between the two agents will be dis-
cussed. Each model focuses on the interdependency existent
between the parents and the school as seen from different
perspectives. They are ’’The Parents' Role in the School
Society Model," "The Parents Role in the School’s Organi-
zational Needs Model," and "The Relationship
Between the Family and the School Model.
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Model One: The Parents' Role in the School
Society MoJcj tS
The fundamental assumption upon which this model
rests is that the school setting reflects the interdependent
relationship between its groups that occurs in the larger
society. The school society is comprised of many groups,
i.e., students, teachers, administrators, parents and the
community. As a reflection of the larger society, the members
of the school society are dependent upon each other for its
survival and well-being as they function together within the
context of the education system.
It is suggested by educational anthropological litera-
ture relating to the school culture that each of the groups
in the school society has a distinct belief system, re-
sources, knowledge, skills, rituals and customs. In other
words, each group can be viewed as a sub-culture operating
within the larger school culture. Comprising the parents'
group or sub-culture is the repertory of behaviors, thoughts,
and feelings that have impact on the educational development
of the child while at home, as well as those attitudes and
behaviors that have an effect on the school's performance,
i.e., attitudes and perceptions of the school. The influence
of the parent sub-culture is continually exerted upon the
total school environment. Although much of the parents'
sub-culture is often inconspicuous to the school personnel,
yet because of its role in influencing certain
2S
behaviors and resources that students bring to their learning
experiences is a significant determinant of the nature of
interactions between the teacher and the students.
The teachers' conscious reckoning with the cultural
elements of the parent sub-group in the school is beneficial
for the teachers overall performance, for an understanding
of parental attitudes and values provides valuable insights
for improving teacher- child interactions. As the optimal
productivity of the larger society is dependent upon the
quality of interdependency between its social units, so the
schools’ educational capabilities are contingent upon the
effective interrelationships between its various sub-
cultures, i.e., the parents, teachers, administrators and
students
.
The concern that this perspective on the interdependency
between parents' and teachers' subcultures raises is whether
teacher education programs are giving adequate attention
to (1) the interdependent nature of these two components
in the school society:; (2) the significance of the quality
of this relationship; and (3) the effect that this relation-
ship has upon the teacher's functioning, which has substan-
tive bearing upon the child's performance in school. These
issues should be an integral part of teacher training
content
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Figure 1 is a schema that illustrates the "Parents'
Role in the School Society Model" and its relation to teacher
education. The dynamics between the beliefs, customs, know-
ledge, skills, rituals, resources and customs of each sub-
culture in the school society is indicated by a returning
arrow. The arrows leading out from the parent
- subcul ture
-
slice of the circle and the three boxes represent the follow-
ing actions:
(1) parental influence upon the quality of teacher
parent interaction;
(2) parental influence upon the educational success
of students; and
(3) parental influence upon parent involvement pol-
icies of the administration.
The three sets of resultant actions converge as issues to
be addressed by teacher education.
Model Two: The Parents' Role in the School's
Or ganizational Needs Model ^4
In this model, the school is viewed in terms of the
relationship between its total organizational needs and
the needs of its components, one of which is the parent
group. This model is based on the premise that all large
scale organizations share the fundamental needs of security,
stability, and continuity for assuring its general welfare
Because the quality of school maiiagciiiciit
,
and sustenance.
FIGURE 1
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SCHEM/V ILLUSTR.\TINT. THE "PARENTS’ ROLE IN THE
SCHOOL SOCIETY MODEL" AND ITS RELATIONSHIP
TO TEACHER EDUCATION
is a significant dcterninant of the quality of the scr.r.cl’s
delivery of educational services, it is presumed that this
model would be appropriate for examining the relationship
of parent involvement in the school.
As consumers for
,
and providers of, educational ex-
periences, parents represent one component of the school
organization. If parental input is a contributing factor
to the total school organization, then the parent group
needs, whether provided for or not provided for, will have
some effect upon the school’s total functioning. Hence,
responsiveness to the needs of the parents’ component will
facilitate the operation of the school's total organization
as it seeks to fulfill its purpose.
Spindler has delineated the needs of the large scale
organization as follows
-- the need for security, that is, they must maintain
mechanisms of defenses against potentially disrup-
tive environmental elements and forces, so that
they may continue to exist in order to achieve
their goals;
-- the need for stability in the lines of communication
among the ordered ranks of offices, and between the
surrounding environment and responsible officers,
so that policy and decision-making can be made on
4 r ^ , y-\ ^ 1^ 0 ^
LllC LlciSiS Ol 3cdii'ucc iiiXOiirtiiciOiij ciiiva Ciicic
once made decisions will be communicated to those
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whose responsibility it is to see that they are
executed
;
-- the need for stability and continuity of relations
with informal cliques and working groups, and in-
formal lines of communication that activate the
formal structure of purpose and decisions; and
-- the need for continuity of policy and its determin-
16
ation.
The parent needs that are defined below represent
a composite of needs suggested by the literature and folk-
lore relating to parental participation.
Needs of the Parent Component in the
School Organization
-- the need for continual review and process of parent
related needs, with the recognition that unabated
fears and hostilities that parents may foster
against the school undermines its operation;
-- the need for recognition and respect for the par-
ents' decision-making role to be communicated
throughout the educational hierarchy;
-- the need for establishing and building upon working
relationships between the parents and the school; and
-- the need for creating a responsive, comprehensive
philosophy that will generate the solving of parent-
related problems and that should be an integral
part of program implementation.
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The question is raised as to who has the responsibility
to support the needs of the parent component in the school.
It is an obvious point that this task is to be shared by
many agents and agencies (i.e., administrators, parent ad-
vocacy groups, state education agencies, state governments,
parent educators, and social welfare agencies). However,
teacher education, as one support unit that provides ser-
vices to the school's total organization, has an important
role to play here too.
The suggested role that teacher education can assume is
presented in Table 2. In the teacher education column
are the steps that are perceived to be necessary for support-
ing the school organization by responding to the educational
needs of the parent component that, in turn, correspondingly
meets the needs of the total organization.
After examining this model, which describes the relation-
ship between parental involvement and teacher education,
one finds that the following question is again raised:
Is teacher education giving adequate attention to the
parental needs so as to complete its delivery of services
to the total school organization? This question is rele-
vant in the light of the interdependency among all school
groups in that the benefits of the fulfilled parent needs
has a bearing upon the improvement of the school climate
in which the teacher must carry out this respons luii i uy . .
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Model Three: The Relationship Between the
Family and the School Mod el
The following dialogue between Senator Walter Mondalc
and Margaret Mead occurred during Mead’s testimony before
the Subcommittee on Children and Youth (1973).^"^ It was the
impetus for the writer’s view of the connection between the
school and family as a familial relationship.
Mondale: ... I hav^e worked practically all the human
problems - -the hunger route, the Indian route,
the migratory labor route, the equality of
education route, and the housing route; all
of them--and increasingly reached a conclusion
that is not very profound.
It all begins with the family. That is the
key institution in American life.
Mead: . . . Throughout history whenever there have
been periods of change, people usually start
with the family. . . . They have always
sensed that the family is the key point . . .
Every society in the end has had to go back
to the family because it is the key to the
development of the kind of citizen who can
support any system, and particularly our own.
The main premise for recognizing the familial relation-
ship between the family and the school is based on a histor-
ical view that suggests that the school grew out of the
family’s need to expand the educational experiences that it
endeavors to provide for its members. According to Winch,
’’formal schooling becom.e
generally arc unable to
skills they believe the
that in a society condit
5 a functional necess
transmit to their chi
,
1
children must learn,
ions are favorable fo
ity when parents
Idren the
^ He points out
r establishing
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a system for formal education when:
-- the sheer volume of culture to be transmitted becomes
too great;
-- there is enough surplus production to support the
professional group of teachers;
-- when the occupational organization is complex, con-
taining a variety of specialties; and,
-- occupations are not hereditary . ^
^
A review of the history of American education reveals
that the above conditions have occurred, thus allowing for
the major responsibility of education to be transferred
from the home to the school. As Winch puts it, the family's
socializing/educational function has shifted from that of
providing education to that of providing the opportunity for
20
education. However, despite the shift that has taken place,
the family continues to operate in its informal as well as
formal teaching capacity as it inculcates certain values and
attitudes and given instructions and guidance in personality
development. The point to be made here is that the school
expands upon and refines the educational tasks of the family--
a fact that needs little debate. However, for the purpose
of reconnecting the school and family in a more exclusive
relationship, the argument is carried a step further.
It is a natural tendency to sec the two institutions,
that is, the family and the school, as separate entities.
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Nevertheless, because of the low esteem that the family
experiences in America (which has significant consequences
for education), for the purpose of center staging the family
and its unique function in the educational process, this
writer believes it to be both timely and functional to look
at the family as the progenitor from which the school was
and should be conceived. In other words, it is worthwhile
to perceive of the school as being organically related to
the family. The school can then be appreciated as the insti-
tution that serves as the professional arm instituted to
complete the family's societal responsibility of training
replacements for social roles and social positions.
Looking at the school within the model of the family
as the organ from which the school emerged is no attempt
to downgrade educational professionalism. On the contrary,
assuming that a change in viewpoint often modifies the manner
in which people relate, a perspective on the school and
family, organically connected to one another, promises to
release many educators from the pervasive pomposity that
exists towards parents. Moreover, within this context of
family centeredness , the long standing barriers between
teachers and parents can begin to be dissolved.
Finally, if the school and family are thought of as
intrinsically connected, then this model should offer
nn^^ibil it ies for new educational insights. Therefore,
because of this relationship, the content of teacher
36
education should give particular emphasis to the issues and
needs o£ parental involvement in education.
Figure 2 is a schema that illustrates the relationship
between the family and the school and the implications of
this relationship for teacher education. The dotted peri-
meters of the three triangles indicate the movement of the
school out of the family's educational role. The position
of the school at the far right of the diagram describes the
present disconnection existent between the home and the
school. On the lower level of the diagram, the family and
school are re-connected. Interfacing the two institutions,
the home and the school, is the parents' educational res-
ponsibility related to the child as well as to the school.
Supporting the school in both cases are teacher preparation
programs. However, when the family and school are re-connected
the family, too, receives support from teacher education as
it works to educate the child.
Summary of the Three Conceptual Models for
Vising the Relationship Between Teacher
Education Programs and Parent
Involvement
We have seen the relationship of the school to the
parents from three different perspectives and all three are
held to have significant implications for teacher education.
First, from an anthropological perspective, the parents are
n cuV.r'ii 1 +- iT-ro r> f tVio t o t n 1 school society,
which imposes its attitudes, values, and behaviors upon the
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other groups, i.e., students, teachers and administrators.
Because of the interdependent nature of the dynamic process
existent within the school society, it is incumbent upon
those who are responsible for the operations to be know-
ledgeable of the various cultures in the school society and
how these groups relate to each other. Teacher education,
in light of the role it assumes in formulating the teacher
subculture (i.e., attitudes, behaviors, knowledge) would
find it to its advantage to prepare and equip teachers to
relate successfully to the parent subculture for the effective
maintenance of the school society.
Second, from a managerial point of view, the school
has organizational needs that are met only as the needs of
the various departments are fulfilled. The parents in the
school represent one component of the school organization.
As a significant entity within the total structure, the
parents’ group, itself, presents an exclusive set of needs
that impact the school’s capabilities for educating children.
When the parent component is supported, the entire organi-
zation benefits. In this regard teacher education can play
a vital role. Teacher education, in addition to sustaining
the teaching and administrative aspects of the school or-
ganization, can further vitalize the whole body by support-
ing the parent constituency. To effect this
relationship,
, _i i i r, r, ran hopin bv. first, systemLeacMCi Liaxiixiifc — - IT.
atically orienting prospective teachers toward the
parents'
role, and secondly, to prepare prospective teachers to
collaborate with parents.
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Third, the school is seen as an outgrowth of the
family’s need for educating its members when it finds
itself unable to complete its societal task of training
for the replacement of social roles and social positions.
In this view, the family resumes a position of eminence as
the creator and principle caretaker of human life and
to v^hom the goals and objectives of education should be
subjugated. Again, it is posited that such a perspective
will lead to creating a training climate conducive to
parent-oriented attitudes on the part of teachers and a
climate that promotes the development of new models for
teacher-parent collaboration in education.
Finally, the family theoretically is not an entity
that is vying for a significant place in the educational
process. On the contrary, it is culturally, functionally
and more importantly, organically related to the school.
Therefore, the task for teacher education is to recognize
the interconnectedness between the two institutions and
to operate in accordance with such a model.
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The Impact of the Parent Involvement Movement
Upon Education and Its Imn I icat i nns fnr
Teacher hducation
The third concern, which has stimulated the proposal
for teacher training that is addressed to the needs and
issues of parent involvement, has to do with the impact of
the parent involvement movement upon education and the im-
plications for this on teacher education.
Home school relations of today are vastly different
from that of a decade ago. Parents of the present era are
bringing a different set of attitudes and expectations to
the school than were brought in the past and, unless this
factor is understood, many serious problems between teachers
and parents may ensue. To put it succinctly, parents are
no longer satisfied with operating on the periphery of
education by serving as quasi-public relations agents for
the school and by performing an array of trite jobs in the
name of parent participation.
The social upheaval of the fifties and sixties has
changed parental expectations towards education and their
modes of relating to the school. Historically, the Civil
Rights movement, the establishment of anti-poverty programs
and the emergence of new consumerism served as the impetus
for an intense interest and concern for the role of citizen
involvement in institutional planning and management. In
41
©ducation, decentralization of power and the inclusion of
parents into the policy making systems emerged as primary
goals. More important, in this period, with the focus on
implementing the federal mandate for social action programs,
which was ’’maximum feasible participation," numerous educa-
tional programs with an emphasis on parental involvement
were established. Joining the ranks of other involvement
oriented citizens, a new parent alumni from a variety of
compensatory programs and alternative schools who, having
been recognized as significant partners in educational
planning and having been given additional parenting skills
to advance their intrinsic tutoring role, continue to con-
front deficiencies in the educational system.
The traditional passive role of parents has given
way to intensive negotiating efforts. The most impressive
example of the changed parental attitudes toward education
is found in the literature and folklore of Head Start, the
prototype of parent emphasis programs. Gordon, in observing
this change, notes that:
Until as recently as half a dozen years ago, administra-
tors, teachers, and professors of education held the
commonly accepted view that the role of parents in
public education was (1) to drop their children at the
door of the school, and (2) to vote for the bond issue.
Parents were, of course, welcome to observe during
American Education Week or become active in the PTA or
even on occasion serve as chaperones on a field trip. .
As a result of Head Start (and it is really a
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sign marking the success of Head Start) parents now
seek not only earlier education for their children
but also some responsible, organized, institutional
role in such education.“^
In addition,
eous motivation o
tional responsibi
Head Start summer
Edelman has also ob
f parents for demand
1 -^
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^lity. In assessin
project, she states
served
ing a
g the
this spontan-
greater educa-
1964 Mississippi
It (Head Start) provided poor parents and children with
a forum for learning together for the first time.
It helped poor parents understand new ways of having
an effect on their children’s education. For example,
they began to question why public schools were dif-
ferent from Head Start centers; why teachers didn't
welcome parents into the school like the Head Start
teachers did; why the texts did not show black as
well as white kids as the centers’ books did. They
began to run for school boards. This process spread
to other areas like health and welfare.
In addition to the need for recognizing the change in
parental attitudes and expectations, it is also vitally
important for teacher education to understand the nation-
wide upsurge of hope that is projected by the parent in-
volvement principle. Moreover, it is important to under-
stand the effect that this public sentiment towards parent
involvement has upon teachers’ functioning.
As an example of the fervor towards parent involvement,
Bronfenbrenner
,
remarking on the role of educators in the
early years, has stated that there may be a much better
2 4
payoff if we work with parents rather than their children.
In the same vein, Schaefer views the home as the most
important educational institution.^'^ With respect to the
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promises that parents bring to the reservoir of
institutional change strategies, the public sentiment is
rapidly mounting. In fact, so staunch are the advocates
who foresee the possibilities for making a difference in
improving educational delivery, that the general view of
parent involvement is that it appears to be one of the more
viable strategies for change. Davies comments on this
factor: ’’One main hope for reform lies in the emerging
third force of parents and citizens."
One example of the attention that the public is giving
to parent involvement is the emergence of numerous citizen
groups who are studying, researching and developing parent-
oriented programs in addition to training parent, practi-
tioner and school personnel in the area of parent involve-
ment .
In addition to understanding that public support for
parent involvement is growing, it is equally important to
understand the resistance to the parent involvement prin-
ciple and that this may have detrimental consequences for
teachers. The question of parental input into education
decision-making is an explosive issue particularly in the
area of teacher competency. The opposition of parental
input in teacher competency systems has registered abroad.
Saxe cites the opposition to this movement in Great
Britain: "1000 strong Headmasters’ Association showed that
they had no intention of giving parents the right to
question
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2 8thei-r competence." One headmaster v;as quoted as saying:
"I daren’t set up a PTA. Parents already come to the school
in floods with their complaints. They’re an absolute
,.29
menace
,
’
However, in the United States, despite the opposition
to parental participation in formulating policy on teacher
competency systems, it is apparent that parental input
soon will be a reality. This factor is commented upon by
Scribner and Stevens:
Performance systems for preparing and licensing
teachers must heed the likelihood that parents
will move increasingly into school decision-
making. . .
Given such precedents it seems reasonable to
speculate that parents will want and insist upon
a growing role in the assessment of teacher perfor-
mance. Yet, in the current debate over competency
systems, while there is frequent concern for the
desirability of participatory planning by organized
professionals, school boards, state authorities,
and teacher educators, there is little if any con-
sistent concern for including parents in the
planning
.
Ignoring the valid interest of parents in the policies
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that ultimately will emerge is to court a serious
problem, it seems to us. For if parents are not in-
volved in the planning of teacher competency systems,
especially those that deal with the matter of licens-
ing, then the possibility exists that parents will
tend to view the new systems with skepticism. 50
The problem that this matter presents is that there
may be a movement towards a collision course between parents
and teachers. Fantini projects that
in the face of stronger, more solidly based community
involvement, school people may inevitably be forced
to unify in order to protect themselves from what they
perceive as the 'unreasonable’ forces of concerned
laymen.
Davies notes that teachers organizations have acquired great
new power and are usually a force against rather than for
3 2
change. Moreover, it should be noted that the position
of the teacher union towards parents is that of resistence.
Albert Shanker, president of the United Federation of
Teachers believes that parents have no interest in evaluating
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teachers, they just want to be able to lodge complaints.
In the course of such confrontations between teachers and
parents, as Fantini puts it, it will be the learner that
will be trapped by such developments, and once again may
34
be the big loser.
Although some collision between parents and teachers
appears to be inevitable, much of it can be avoided if
sufficient understanding of respective roles is seen as
an achievable goal. Herein is an opportunity for
teacher
education to take the leadership position, since it
is the
I
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agency that is a prime force in creating the philosophical
climate in the educational system. The parent - school partner-
ship is a delicate matter and its fruition can be aborted
by errors caused by insensitivity and lack of knowledge.
The infusion of openness towards parental involvement into
the fabric of the educational system by the careful orien-
tation of appropriate teacher attitudes is one viable
objective to be considered by teacher education programs.
In brief, teacher training specifically addressed to paren-
tal involvement in education appears to be the expedient
mechanism to accomplish the above objectives.
The final point to be made here is that the parental
involvement concept is a resource of substantial potential
that should be utilized in terms of bringing the long
sought home-school partnership into reality; but, with or
without the recognition of this factor, parental involvement
will continue to influence the child’s learning development
in significant ways and will continue to have an effect
on the professional climate in which teachers work. To
reiterate, an orientation towards the parents’ role in
the learning process - -coupled with its role in the school’s
functioning— would be a sound basis for planning the train
ing of teachers.
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CHAPTER III
DESCRIPTION AND EVALUATION OF THE
TRAINING PROCESS
In response to the investigator's perception of the
need for a specific teacher education program at the Univer-
sity of Massachusetts in the area of parental involvement
in education, a series of training experiences was developed
and conducted. This chapter details (1) the program ob-
jectives and design and (2) the method for evaluating the
training experiences.
Training Objectives
The general purpose of the training process was to
provide experiences planned to help prospective teachers
gain some of the knowledge, skills and attitudes for en-
couraging and supporting the parent - teacher partnership.
To this end, the following goals were delineated:
(1) To study the interdependent relationship that
exists between the home and the school;
(2) To review the issues related to the effort to
involve parents in their children's education;
(3) To examine the influence of parental behaviors
on the child's development;
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(4) To investigate the socializing function of
parents
;
(5) To equip the prospective teachers with effective
comniunicat ion skills for establishing a continuous
dialogue with parents in order to develop mutual
trust; and,
(6) To provide knowledge and experiences that will
enable prospective teachers to conduct productive
parent-teacher conferences and home visits.
For the purpose of providing knowledge relating to
parental involvement in education and facilitating the
development of attitudes and skills for working with
parents, specific training objectives were devised.
Knowledge Relating to Parental Involvement
in Education
A. Awareness of the importance of family variables
(i.e., parent-child relationship; parental
attitudes and behavior; socio-economic background;
child rearing styles) in the development of the
child
;
B. Understanding of the learning experiences that
occur directly and indirectly in the home;
C. Understanding the potential in the parent - teacher
partnership for improving the child's educational
achievement
;
D. Awareness of the problems involved in the home-
school relations and parent - teacher relations;
E. Understanding of the human relations skills neces
sary for v/orking with parents;
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F. Understanding of the kinds of information that
parents need from teachers in order to create a
viable learning environment in the home; and,
G. Understanding of the kinds of information and
participation that teachers need from parents that
can enhance classroom experiences.
Attitudes and Skills for Working with Parent
s
Attitudes
A. Recognition of the need to encourage and support
parental involvement;
B. Awareness of the pre-eminent influence of the
home in the child's development;
C. A critical attitude of an institutionally
centered educational approach as opposed to a
family-centered perspective;
D. Awareness of the limitations of classroom teach-
ing when it does not utilize parental input as
a complimentary factor in the educational process
E. Willingness to work with parents; and,
F. Readiness for ongoing examination of personal
values and perceptions of parents and seek to
continually assess any such values that might
inhibit effective communications.
Skills
A. To convey to parents an acceptance of themselves
as individuals who are knowledgeable, resource-
ful and who are concerned about their children's
education;
B. To communicate with parents effectively regard-
less of their socio-economic background and
educational sophistication;
C. To resolve conflicts with parents that involve
the child;
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D. To be perceptive and responsive to parents' needs
as tliey lelate to the child as well as parentt'il
attitudes and perceptions of themselves and the
school; and,
E. To devise various methods and strategies to in-
volve every parent at some level in the teacher-
parent partnership effort.
Training Design
A set of eight specially designed training modules
entitled "Building the Parent -Teacher Partnership" consti-
tuted the training plan. The format for conducting the
sessions was through group discussions, role playing,
presentations by guest speakers and by the researcher. A
schedule of the topics and the outline was prepared prior
to the first meeting, but was later modified to better meet
the needs of the students and the researcher. The final
topic outline and schedule follows. (See Appendix E for
the detailed outlines of the training topics and activities.)
Overview of Each of the Training Sessions
I . Background of Parental Involvement in Education
A. Parent-School Relations Prior to 1950
1. The philosophy of participatory democracy
and parent participation in the Colonial
period.
The decline of parental input with the rise
of professionalism in education.
2 .
S5
B. Parent
-School Relations Since 1950
1. The impact of Sputnik upon parent in-
volvement.
2. The recognition of family variables in
school achievement.
3. The impact of social unrest on parent
involvement
.
4. The introduction of parent involvement in
Head Start and other compensatory education
programs
.
5. Some current issues relating to parent
involvement
.
(a) resistance against parent involvement
(b) lack of recognition of the significance
of parent - teacher partnership in
teacher training
1 1
.
The Impact of Parental Involvement upon Educational
Achievement
A. Review of the research on family variables on
personality development and school achievement
B. Review of the research on parent tutoring
III. Developing Skills for Working with Parents
A. Identifying personal attitudes, perceptions,
values towards the child, his/her parents
and towards self
B. Choosing alternative values
C. Deciding upon a course of action to apply new
attitudes and values
D. Effective communication skills with parents
1. Communicating acceptance through
(a) body position
(b) listening skills
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2. Skills for resolving conflicts
E. Parent contacts
1. Reasons for conferences
2. Content of parent conferences
(a) types of information teacher gives to
parent
(b) types of teacher questions to parents
(c) incidental matters
(d) suggestions to the parent
3. Problem conferences -- interviewing the
"angry parent," the "parent who never
carries out suggestions," the "parent who
wants a recipe," etc.
F. Home visits
1. The benefits of the home visits
2. Principles for conducting home visits
Schedule of Topics
Seminar: Building the Parent -Teacher Partnership
September 10
September 17
September 24
October 1
October 8
October 15
Presentation of Training Overview:
Administering the Pre-test
History of Parent Involvement in Education
Identifying Personal Attitudes and Values
Towards Parents and Their Involvement
in Education
Current Issues in Parent. Involvement,
Part I
The Socializing Role of Parents
Current Issues in Parent Involvement,
D o T' +• T T
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October 22 The Influence of the Family Variables upon
the Child’s Development
November 5 Building Communication Skills to Work
with Parents
November 12 Handling Problem Encounters: One Parent’s
Experiences
November 19 Parent Conference: Home Visit
December 3 Report of Individual Projects
Report of Individual Projects: Administer-
ing the Post-test
December 10
Design for Evaluating the Training Process
Rationale
The central question upon which the evaluation was
designed was: Is a program that is designed to expand
teacher- interns ’ attitudes, knowledge, and skills for in-
creasing parental involvement in education an important
supplement to teacher training programs? To answer the
question, a two-part evaluation plan was devised. The
first part contrasted attitudes and intentions of trained
and untrained teacher interns with respect to parents.
The second part solicited feedback directly from parents
of the children involved with the trained and untrained
teacher- interns regarding parent involvement with the
school
.
The design of the evaluation was based upon the
characteristics of the anticipated population. It was
understood that the prospect for finding a large enougn
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population of teacher- interns with program schedules that
would allow for randomization would be minimal. Therefore,
the selected design would have to accommodate a non-random-
ized condition. For this reason, the Nonequivalent Control
Group Design described by Campbell and Stanley was used.^
This design involved the administration of a pre-test and
post-test to the experimental and the control group.
The strength of the Nonequivalent Control Group Design
was its appropriateness for testing groups that as Campbell
2
and Stanley put it are "naturally assembled collectives
a condition which precludes randomization.
The individuals who participated in this study were
members of two teacher internship groups and two parent
groups that had been formed prior to the request to them
to take part in the study. The two intern groups and the
two parent groups were parts of the selected teacher educa-
tion program’s organizational structure. In addition, the
individual student’s assignments to the two groups were
finalized prior to the beginning of the study. Therefore,
the groups fitted the category of naturally assembled
collectives
.
An additional value of the Nonequivalent Control Group
Design for use in this study was its potential to generate
information on the change of the two groups, from the
_ + r>c1- 1-r« noct-test.
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Participants
The teacher- interns and parents were selected from
the Early Childhood Human Development Teacher Preparation
Program at the University of Massachusetts. Most of the
students for this program are assigned to campus pre-
school classrooms, i.e., Skinner Hall and University Day
School. The participants for this study were at Skinner
Hall.
Teacher- Intern Groups
The evaluation of the training experiences involved
an experimental group and a control group of teacher in-
terns. Table 3 details the number of participants in the
teacher- intern groups. It should be noted that a drop in
the number of teacher interns in the control group occured
at the post-testing. Two interns did not appear the day
of the testing.
TABLE 3
NUMBER OF PARTICIPANTS IN
FOR THE PRE-TESTING
TEACHER- INTERN GROUPS
AND POST-TESTING
Pre-Test Post -Test
Experimental Group N = 10 Experimental Group N - 10
Control Group N = 8 Control Group N = 6
I
f
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Each teacher- intern in both groups was either
involved in an internship at the laboratory school at the
time of the study or was planning to be. Both groups met
separately in a weekly seminar with their respective super-
visors to discuss the issues related to the practicum
experience.
The experimental group of teaclier interns participated
in a twelve-week parent involvement seminar conducted by
the researcher. The seminar, which, met for one hour, was
held immediately following the group's session with its
supervising teacher. The control group of teacher- interns
did not participate in the researcher's parent involvement
seminar. However, both groups were asked to complete a
form each week that was designed to evaluate their contacts
with parents. (See Appendix D.)
Parent Groups
Two groups of parents were utilized in the study. The
two groups each had children attending the Early Childhood
Human Development Center Laboratory School, University of
Massachusetts. Likewise, the two groups had children in the
classrooms where the teachers in the study were situated.
The difference between the two groups of parents is shown
in the following description.
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1. Experimental Parent Group- -The parents of the
cTiildren who attended the afternoon session at
the laboratory school; and,
2. Control Parent Group- -The parents of the children
who attended the morning session at the laboratory
school
.
The parents were asked to participate in the evaluation
of the training experiences by completing a survey question-
naire designed to assess the teacher- interns ' attitudes,
skills and knowledge related to parent involvement. The
survey was administered at the beginning and end of the
parent involvement training sessions. Parents were asked
to respond to the questionnaire anonymously. In addition,
the teacher- interns were not informed of the parents’
participation in the study. Moreover, the researcher did
not disclose to the parents the research group to which the
teacher- interns were assigned. Therefore, the parents were
not aware of the identity of the teacher- interns who were
receiving the training experiences.
Training Procedures
The experimental group
in the twelve-week training
this chapter. The training
building and reinforcing the
of teacher interns participated
program described earlier in
experiences were designed for
attitudes, knowledge
involvement and for
was provided
training exercises.
identified
and skills needed for supporting parent
working with parents. Primary training
through mini “ lectures , dis«.,uss aOuo c^na
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Additional training reinforcement was provided by the
supervising teacher of the experimental group of teacher-
interns.
The control group did not participate in the training
sessions conducted by the researcher. Nevertheless, in
order to determine what the control group was doing with
parents, the researcher encouraged the interns in the con-
trol group, as well as the experimental group, to submit
a weekly account describing the amount and content of their
daily parent interaction as a self-assessment of their skill
in handling the encounters. (See Appendix D.) However,
the information was not used in this study since several
conditions prevented its proper administration.
Instrumentation of the Study
The following two specially designed questionnaires
constructed by the researcher were employed to evaluate
the impact of the training seminar:
(1) A Survey of Attitudes, Perceptions and Perceived
Level of Preparedness of Prospective Teachers
Working with Parents (Appendix A) , and
(2) A Survey of Parental Perceptions loward Teacher
Interns’ Competencies for Working with Parents
in a University Laboratory School (Appendix B)
.
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Teacher- Intern Questionnaire
The teacher- intern questionnaire was divided into
four sections. The purposes for each section arc outlined
below.
Section I--to elicit general information that could be
helpful in interpreting the responses to
the subsequent sections;
Section II--to assess teacher- intern ' s degree of
agreement with selected assumptions re-
lating to parent involvement in education;
Section III--to assess the teacher- interns ' attitudes
towards selected parental roles in educa-
tion; and,
Section IV--to assess teacher- interns ' perceptions of
their degree of preparedness for supporting
parent involvement.
Likert-type scales were used for Sections II, HI, and
IV. However, the scales varied across sections. For ex-
ample, in Section II, students were asked to indicate the
extent of their agreement with a set of statements by res-
ponding with either ’’strongly agree,” ’’agree,” ’’undecided,”
’’disagree,” or ’’strongly disagree.” On the other hand,
in Section III, the teacher- interns were asked to indicate
the action that they would take with respect to selected
parent roles by responding to the following index:
initiate,
support, permit, discourage, no opinion.
Parent Questionnaire
The parent questionnaire was designed to
accomplish
the following objectives;
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(1) To measure the impact of the training experiences
on the teacher- interns ' skills for increasing
parent involvement as discerned by the parents;
(2) To solicit general information relating to the
amount and type of interactions betv'/een the
teacher- interns and parents; and,
(3) To assess parents' opinions of the degree of
significance of a teacher's effectiveness in
working with parents as it relates to their over-
all professional competence; such as, the
teacher- interns demonstrated awareness of the
parents' role in the education of their children.
Data Collection
The pre-tests for the teacher were administered in
September, 1975. For the experimental group of teacher-
interns, the test was administered during the first train-
ing session. The pre-test for the control group of teacher
interns was administered during the same week of the first
training session for the experimental group. Administra-
tion of the post-test for the experimental group of
teacher- interns occurred in December, 1975, at the last
seminar session. The control group of teacher
- interns
was post-tested during the same week of the
experimental
teacher-intern group's post-testing. The number of
1 • ^ mental croup (n = 10) remainedsubjects in t.i^ ^
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constant on both the pre-test and post-test administrations.
However, the respondents in the control group of teacher-
interns were reduced from eight on the pre-test to six on
the post-test.
Questionnaires were mailed to the parents in the third
week of the training program and after the twelfth week.
The rate of return for the parent questionnaire is shown
in Table 4.
TABLE 4
RETURN RATE FOR THE PARENT QUESTIONNAIRE
Group
Potential
Returns
Actual
Returns
Return
Rate
Experimental
Pre-test 24 16 67 %
Post - test 24 16 67 %
Control
Pre-test 24 17 71 %
Post -test 24 16 67 %
Data Scoring
A set of weights was applied to all of the scales,
with the exception of item 4 in Section II of the Teacher-
Intern Questionnaire. Tables 5 and 6 describe the weighting
procedures for both surveys.
Missing data were handled in the following manner:
(1) When a respondent omitted m.orc than one-half of
WEIGHTS
ASSIGNED
TO
THE
TEACHER-
INTERNS
*
QUESTIONNAIRE
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the items in a section, the subject was excluded
from the calculation.
(2) When less than one-half of the items in a section
were omitted by a respondent, the initial mean,
which was calculated from the reduced number of
responses, was assigned later as the score for the
missing item.
Data Analysis
The data analysis began with the reporting of averages
on the pre-tests and post-tests. It was anticipated that
certain differences between the scores of the various
groups v.'ould occur. For example, the pre-test scores of
the two teacher- intern groups were expected to be nearly
equivalent, but the post-test would show large differences.
Statistical analyses were performed by the t-test
and the sign test. The teacher- intern and the parent
questionnaire did not require information that would per-
mit identification of the same individual on the pre-test
and post-test. As a consequence, the more sensitive
t-test for matched pairs could not be performed on the
pre-test/post-test data. Instead a t-test for unrelated
means was used to analyte differences between scores on
the pre-test and post-test.
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The following differences were tested:
(1) differences between the experimental and control
teacher- intern groups’ pre-test measures;
(2) differences between the two teacher- intern groups
on post-test measures;
(3) differences from pre-test to post-test for each
teacher- intern group separately;
(4) differences between the experimental and control
parent groups’ pre-test measures;
(5) differences between the two parent groups on
post-test measures; and,
(6) differences from pre-test to post-test for each
parent group separately.
FOOTNOTES
^Campbell and Stanely, Experimental and Quasi-
Experimcntal Designs for Research
,
pp. 47-50.
^Ibid.
,
p. 47.
CHAPTER IV
DATA ANALYSIS, RESULTS OF THE EVALUATION
AND DISCUSSION
Introduction
The supposition upon which the teacher- interns
’
evaluation instruments were- designed was that the pre-test
would reveal general inexperience among the interns in
working with parents. Specifically, the questionnaire was
designed to provide the following:
(1) Teacher- interns ’ attitudes regarding parental
involvement in education;
(2) Teacher- interns ’ level of knowledge for working
with parents; and,
(3) Teacher- interns ’ perceptions of their skills for
working with parents and for increasing parental
involvement
.
It was anticipated that training experiences provided
to the experimental group of teacher- interns would increase
this group's knowledge and skills in working with parents
as measured by the teacher - interns ' assessment of their
effectiveness in this area. Additionally, it was anticipated
that as a result of the training experiences, the
experi-
mental group of teacher- interns, in comparison to
the
7 1
/ X
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control group of teacher - interns
,
would become more resolute
in attitudes and convictions towards the benefits of parental
involvement.
To add a dimension of objectivity to the teacher- interns *
self-assessments, the opinions of parents towards the
interns’ parent-teacher relations skills were solicited and
incorporated into the overall evaluation. It was assumed
that the parents’ discernment of the teacher- interns ’ capa-
bilities in effecting a parent - teacher relationship would
corroborate the interns’ evaluations.
The central question, then, to be answered by the
evaluation was: Is a program that is designed to expand
teacher- interns ’ attitudes, knowledge and skills for in-
creasing parental involvement in education an important
supplement to teacher training programs? This question
was to be answered by carrying out analyses of responses
from both teacher- interns and parents on a number of com-
ponents of the pre- and post-test questionnaires.
The null hypotheses are that there will be no differ-
ences between the experimental and control groups on either
the pre-test or post-test opinions and attitudes expressed
on the questionnaire and that there will be no significant
change from the pre-test to the post-test for either group.
The specific hypotheses to be tested are further delineated
throuohnnt the results section.
-
* * ' -
They are summarized in
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the discussions of each variable tested. Four contrasts
were made on each of six measures obtained from the teacher-
interns. The same contrasts were performed on three mea-
sures obtained from the parent data. Table 7 details the
four contrasts and the nine measures. In addition, general
background information concerning the experimental and
control groups of interns and parents is summarized before
the results for these various measures are described.
Data Analysis: Teacher- Intern Data
General Background Information *
To establish a profile of the teacher- interns ' back-
ground, the following variables were summarized:
(1) Age--The ages of the teacher- interns ranged from
20-25 with the exception of two interns in the
control group who were under age 20;
(2) Student Classification- -Each group had two jun-
iors, the remainder of the participants were
seniors
;
(3) Previous Experience V/orking in an Early Childhood
Program— The experimental group indicated having
experienced more parent contacts in their formei
work in preschool centers. Ninety percent of the
experimental group had worked in preschool pro-
grams prior to their internship in the laboratory
General background information was
ponses elicited in\Scction I of the Teac
obtained
her- Intern
from res-
Quest ionna ir
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TABLE 7
THE FOUR CONTRASTS CONDUCTED ON NINE MEASURES
OBTAINED FROM THE TEACHER- INTERN AND
PARENT QUESTIONNAIRES
Contrasts Me asures
(1)
Difference between pre-
tests of the experimental
groups and the control groups;
(1)
Teacher- interns
tudes toward a set
involvement related
t ions
;
' at t i
-
of parent
assump-
(2) Difference between post -
tests of the experimental
groups and the control groups;
(3) Difference between pre-
test and post-test of the
experimental group; and,
(4) Difference between pre-
test and post-test of the
control groups.
(2) Teacher- interns ’ atti-
tudes towards 17 selected
parent involvement roles
in education;
(3) Teacher- interns ' atti-
tudes toward the essential-
ity of working with parents
as a measure of success in
teaching young children;
(4)
Teacher- interns ’ self-
assessments of their human
relations and leadership
skills for working with
parents
;
(5) Teacher- interns ' self-
assessments of knowledge of
selected parent involvement
related areas;
(6) Teacher- interns ’ atti-
tudes towards the need for
training to work with par-
ents ;
(7)
Parents' assessments of
teacher- interns' communica-
tion skills for working with
parents
;
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TABLE 7 (Cont’d.)
Contrasts Measures
(8) Parents' assessments of
the teacher - interns ' aware-
ness of the parental role
in education; and,
(9) Parents' attitude to-
wards the teachers' work
with parents as an absolute
necessity for the interns'
success in teaching young
children
.
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school in comparison to 75 percent of the control
group;
(4) Types of Parent Contacts Previously Experienced —
Ninety percent of the experimental group had en-
gaged in a variety of parent - teacher contact
experiences, such as contacts at parent meetings,
parent - teacher conferences, home visits and at
the tim.es when parents leave off and pick up their
children. In contrast only 62 percent of the con-
trol group had shared the same experiences; and,
(5) Status of Parenthood'-Two of the teacher- interns
were parents themselves; both of these interns were
in the experimental group.
The difference in parenthood status and former experiences
with parents in school settings may have affected the compar-
ability of the two groups and thereby reduced the internal
validity of the evaluation. In view of this limitation, the
contrast of the pre- and post measurements may be of greater
interest than the contrasts between groups.
Results of Hypotheses Testing
Hypothesis I (Teacher- Intern Questionnaire, Section
II) : The first hypothesis presumes no significant difference
in responses to the statements in Section II for the ex
perimental and the control group of teacher- interns on the
pre-test and post-test. Moreover, it is presumed that
77
neither the experimental nor the control group will show
significant changes in scores from the pre-test to the
post- test
.
In Section II, the teacher- interns were
press their opinions regarding the following
tions found in the literature and related to
involvement in education;
asked to ex-
set of assump-
parental
(1)
^^The child's education in the family may well be a
greater influence on his intelligence and academic
development than the child's education in the
school .
"
(2) ''Schools do not change the child's level of function-
ing established and maintained by the family and
the community."
(3) "Parent involvement in educational process is a
necessity, not just a supplement to that which
occurs within the school."
(4) "Educators are demanding too much of teachers to go
beyond their regular classroom duties and to
assume the responsibility for activating and in-
involving parents."
The answers were weighted on a 5 -point scale with
responses most in agreement with statements 1 through 3
receiving a b and a response least in agreement with state
ment 4 receiving a score of 5. The highest possible score
for Section II was 20. The mean score for the teacher-
interns on the pre-test and post-test are shown in Tables
8 and 9 respectively.
A t- test to compare the post-test scores of the
experi
mental and control groups of teacher- inLei ii^ showed
a
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marginally significant difference at the .10 level (see
Table 9). However, this finding is nullified by the initial
finding of significant difference in the means of pre-test
(see Table 8). That is, the experimental group of teacher-
interns scored significantly higher than the control group
of teacher- interns on these measures on both the pre-test
(t = 2.34) and post-test (t = 2.91). It is not surprising
to find the observed initial difference maintained on the
post-test analysis.
A t-test comparison between the scores of the experi-
mental group of teacher- interns on the pre-test (X = 15.5)
and post-test (X = 16.0) was found not to be significant.
In addition, a t-test of the difference in the means of the
control group of teacher- interns on the pre-test (X = 14.1)
and post-test (X = 13.8) was also found to be not signifi-
cant. Therefore, the set of analyses on teacher - interns
’
attitudes toward parental involvement reveals no signifi-
cant differences attributable to the experimental treatment
Hypothesis 1 1 (Teacher- Intern Questionnaire, Section
III): Hypothesis II presumes no significant difference in
attitudes towards selected parent roles in education be
tween the experimental and the control group on either
the pre-test or post-test scores It is further
presumed
,1 . irill r>r. o-inn chanC!0 iU SCfthat thCTo ^ e>
from the
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pre-test to the post-test for either the experimental or
control group.
Section III of the questionnaire was concerned with
the teacher- interns * attitudes towards various parent roles
in education as they related to the proposed action that
would be taken by the interns towards facilitating those
roles. The interns were asked whether they would initiate,
support, permit, discourage or had no opinon about the
following seventeen selected activities related to parental
involvement
:
A. Parent/Child Related Educational Activities
(1) Parents advocating for rights of their
children
;
(2) Parents supporting and encouraging the child
at home
(3) Parental reinforcement of the classroom learn-
ing experiences at home when possible;
(4) Parents providing a conducive learning en-
vironment for the child;
(5) Parents tutoring their ov:n children;
B. Parent Decision-Making Roles in Education
(6) Parents evaluating school programs
;
(7) Parental decision-making
development
;
in curriculum
(8) Parental decision-making
of school personnel;
in hiring and firing
(9) Parental decision-making in school financing;
(lOj Parental decision-making
01 w O w W w ** w w ,
in the evaluation
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(11) Parental decision-making in teacher-child
placements
;
(12) Parental decision-making in school practices
(i.e., discipline, safety, reporting, food
services
,
etc
. ) ;
C. Parent Volunteerism in School
(13) Parents volunteering instructional support;
(14) Parents volunteering technological support;
(15) Parents volunteering clerical support;
(16) Parents volunteering monitorial support; and,
(17) Parents volunteering housekeeping support.
The items were weighted on a 5-point scale in which the
most desirable score, "to initiate," was weighted 5. The
highest possible score was 85. The means for the subjects
on the pre-test and post-test scores of the experimental and
control group of teacher- interns are shown in Figure 1 and
Tables 8 and 9.
Comparison between the experimental and control group
of teacher- interns on the pre-test and post-test using a
' t-test yielded no difference (see Tables 8 and 9). Because
of the 5-point gain in the mean for the experimental group
of teacher - interns and a downward shift in scores for the
control group (see Figures 3 and 4), the investigator felt
that the data warranted additional attention. The graphs
in Figure 3 and Figure 4 illustrate the distribution
of
pre-test and post-test means for each questionnaire
item
in Sc-ction III for the experimental group and
the control
Mean
Scores
FIGURE 3
PRE-TEST AND POSTTEST MEANS FOR EXPERIMENTAL
GROUP OF TEACHER INTERNS ON QUESTIONNAIRE
ITEMS, SECTION 111:1-17
Pre-test Distribution
Posttest Distribution
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FIGURE 4
PRE-TEST AND POSTTEST MEANS FOR CONTROL GROUP
OF TEACHER INTERNS ON QUESTIONNAIRE
ITEMS, SECTION 111:1-17
Posttest Distribution
group. The experimental group increased scores in 13 out
of 17 instances (see Figure 3), a significant change as
indicated by a sign test (£ = .05). The control group in-
creased scores on only 5 out of 17 instances (see Figure 4)
,
a change that was not significant. Thus, training did seem
to increase scores for the experimental group, while ab-
sence of training led to no comparable increase in scores
in the control group.
Hypothesis 1 1 1 (Teacher- Intern Questionnaire, Section
IV, Item 1 ) : Hypothesis III presumes no significant differ-
ence between the experimental and control group of teacher-
interns' attitudes toward the essentiality of working with
parents as one indicator of success for teaching young
children. Furthermore, there will be no significant change
in scores from the pre-test to the post-test for either
the experimental or control group.
The question posed to the teacher- interns in Section
IV, Item 1 was "To what extent do you perceive working
with parents to be absolutely necessary to your success in
teaching young children?" The index for weighting Item 1
was: to a great extent (4); to a considerable extent (3);
to a limited extent (2); and not at all (1). The results
for the pre-test and post-test scores of the experimental
and control teacher- intern groups are shown in Tables 7 and
8
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Using a c-test comparison, the difference in means
between the experimental group and control group were found
to be not significant. The pre-test to post-test scores
for each group when measured by the t-test were also found
to be not significant. It appears that the training pro-
gram was not effective in changing the teacher- inte rns
'
assessment of the extent to which they perceived working
with parents to be absolutely necessary to their success in
teaching young children. Therefore, Hypothesis III cannot
be rejected.
Hypothesis IV (Teacher- Intern Questionnaire, Section
IV, Item 2 ): Hypothesis IV presumes no significant differ-
ence between the experimental and control group in teacher-
interns^ self-assessments of human relations and leadership
skills for working with parents. Moreover, it assumes no
significant change in scores from the pre-test to the post-
test for either the experimental or control group.
Item 2 asked the question, "How do you presently assess
your human relations and leadership skills for working with
parents?" On a scale of one to five, the teacher- interns
were requested to prepare a self-assessment of the human
relations skills and leadership skills listed below viewed
as requisites for working with parents.
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(1) Translating cliild development principles into
practical knowledge for parents;
(2) Sharing evaluation of the child with the parents;
(3) Listening skills;
(4) Communicating effectively with parents of diver-
sified interest, attitudes and socio-economic
backgrounds;
(5) Cooperative goal setting with parents for the
child
;
(6) Conducting parent conferences; and,
(7) Conducting home visits.
The items were weighted on a five point scale in
which the response "excellent" as the most desirable score
was weighted 5. The highest possible score for each res-
pondent was 35. The means for the pre-test and post-test
for both the experimental and control group of interns
are shown in Tables 8 and 9.
The t-test comparison found no significant difference
between the means of the experimental and control group,
nor was there any sign of change in scores from the pre-
test to the post-test for either the exerimental or control
group of teacher- interns . Since the analysis found no evi-
dence of the training program's influence in changing the
teacher- interns ' perceptions of their preparedness in
human relations and leadership skills, Hypothesis IV
could
not be rejected.
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Because the major emphasis of the experimental
treatment was on the advancement of the skills necessary
for working with parents, the data in this section were
examined further. The overall skills of the experimental
group of teacher- interns on each of these measures did
reflect a gain on the post-test scores. In contrast, the
control group of teacher- interns showed a drop in scores
on four of the seven items (see Figures 5 and 6). Overall,
however, the difference between the experimental and con-
trol groups of teacher- interns remained small.
Hypothesis V (l^eacher- Intern Questionnaire, Section
IV, Item^): Hypothesis V presumes no significant differ-
ence in the interns’ self-assessments of knowledge of
selected parent involvement -related areas. The differences
between the experimental and control group were compared
as well as differences in scores from the pre-test to the
post-test for both the experimental and control group
of teacher-interns to test this hypothesis.
The purpose of item 3 was to ascertain the teacher-
interns' assessments of their knowledge of seven parent
related educational areas that were viewed as fundamental
to working with parents. The four point rating scale
was: considerable (4); sufficient (3); limited (2);
and,
none (1). Seven content areas were assessed:
FIGURE 5
PRE-TEST AND POSTTEST MEANS FOR EXPERIMENTAL
GROUP OF TEACHER INTERNS ON QUESTIONNAIRE
ITEMS, SECTION IV:
2
Pre-test Distribution
Posttest Distribution
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FIGURE 6
PRE-TEST AND POSTTEST MEANS FOR CONTROL GROUP
OF TEACHER INTERNS ON QUESTIONNAIRE
ITEMS, SECTION IV:
2
Pre-test Distribution
Posttest Distribution
I
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(1) Awareness of the impact of family variables (i.c.parent
-eh i Id relationships, parental attitudes
and behaviors, socio-economic background, child
rearing styles) in the development of the child;
(2) Understanding of the learning experiences that
occur directly and indirectly in the home;
(3) Understanding the potential in the parent - teacher
partnership for improving the child’s educational
achievement
;
(4) Awareness of the problems, needs and issues involved
in the implementation of parent participation such
as (a) the federal and state mandates to involve
parents in educational structures and (b) the resis-
tance to parental decision-making by school systems,
teachers' organizations, etc.;
(5) Understanding of the human relations skills neces-
sary for working with parents;
(6) Understanding of the kinds of information parents
need from teachers in order to create a viable
learning environment in the home; and,
(7) Understanding of the kinds of information and par-
ticipation that teachers need from parents that
enhance classroom experiences.
The highest possible score was 28. The means for the
pre-test and post-test for both the experimental and control
groups of teacher- interns are shown in Tables 8 and 9.
Hypothesis V was analyzed by a t-test comparison. None
of the score changes were found to be significant in terms
of the impact of the exper imen
teache r- interns
'
knowledge in
areas according to the sel f as
thesis V cannot be rej ecte d.
tal treatment in increasing
selected parent - related
sessments. Therefore, Hypo-
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Hypothes is VI (Teacher- Intern Questionnaire. Section
IV, Item 4 '): Hypothesis VI presumes no significant differ-
ence in the perceived need for training in working with
parents between the experimental and control group nor in the
pre-test to post-test mean differences for either group.
Item 4 asked "To what extent do you need training in
working with parents?" A four point index was used:
to a great extent (4); to a considerable extent (3); to a
limited extent (2); and not at all (1;.
The results for the pre-test and post-test scores of the
experimental and control group of teacher- interns are shown
in Tables 8 and 9.
A t-test comparison failed to invalidate Hypothesis VI.
Therefore, it is concluded that the training program had
no profound influence in changing the teacher- interns
’
per-
ception of their need for training in working with parents.
Data Analysis: Parent Data
General Background Information *
To establish a profile of the parent groups' background,
the following variables were summarized:
(1) Ages of the Children Attending the Laboratory
Pre-School- -The ages of the children ranged from
*General background information was obtained from res-
ponses elicited in Section I of the Parent’s Questionnaire^
(Appendix B)
.
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2 to 4 years old;
(2) Siblings of the Children Attending the Laboratory Pre-
School--At the pre-testing the majority of children
had older or younger siblings;
(3) Length of Time the Children Were in the Program at
the Pre-Testing- -The majority of children were in
their first year at the Laboratory school;
(4) Experience of Parents with Respect to Previous
Parent -Teacher Relationships- -The majority of parents
indicated having prior parent -teacher relationships
as a parent.
In terms of parent -teacher contacts, the parents had
ample opportunity to survey the teacher- interns ' capabili-
ties for working with parents. On the average, by the end
of the semester, all of the families in each group had been
contacted by the teacher- intern at least one time in a formal
conference, a home visit, or at a school meeting. The
number of contacts for each group are reported in Table 10.
In addition to the types of teacher contacts mentioned
in Table 10, forty-four percent of the experimental parent
group reported that they had been contacted by the teacher-
intern daily, while fifty-six percent of this group only met
with the interns occasionally. At the same time, the
control group of parents was equally divided into those who
met with the teacher- interns occasionally and those who
with the intern on a daily basis.
met
94
TABLE 10
AVERAGE NUMBER OF PARENT-TEACHER- INTERN CONTACTS
BY THE END OF THE TRAINING PROGRAM AS
^PORTED BY THE PARENTS
Type of Contacts
Experimental
Group
Control
Group
Formal Conference 1.8 1.4
Home Visits 1.9 1.4
Contacts at school
Meetings 1.4 1.8
Results of Hypothesis Testing
Hypothesis VII (Parent Questionnaire Section II, Item 1)
Hypothesis VII presumes that there will be no significant
difference between the experimental and control group in
the parents’ ratings of communication skills of teacher-
interns. It is also presumed that neither the experimental
nor control group will show significant changes in scores
from the pre-test to the post-test.
In Section II, Item 1, the parents were asked to rate
the teacher- interns ' communication skills for working with
parents as delineated in the nine areas listed below:
(1) The teacher- intern communicates his knowledge of
children's learning and growth in such a way
that I can understand it and use it in dealing
with my child;
(2) The teacher - intern helps me to understand how
my
child is progressing in school;
C3) The teacher- intern listens to me and
makes me feel
that what I am saying is important to him/her;
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(4) The teacher- intern speaks to me in a respectful
manner;
(5) The t eache r - in te rn speaks to me in a respectful
manner in spite of the difference of opinions that
we may have
;
(6) The teacher - intern speaks to me in a respectful
manner in spite of the difference in our educational
or social or ethnic backgrounds;
(7) The teacher- intern gives me an opportunity to work
with him/her in setting goals for my child;
(8) The teacher- intern makes me feel comfortable in
our parent - teacher conferences; and,
(9) The teacher- intern makes me feel comfortable when
(s)he visits my home.
To measure the responses in Section II, Item 1, a five-
point index was used: excellent (5); very good (4);
good (3); fair (2); and poor (1). The highest possible
score for Section II, Item 1 was 45. The mean scores for
the analysis of Hypothesis VII are shown in Figures 7 and 8.
A t-test comparison yielded no significant differences
between the ratings of the experimental group of parents
and those of the control group, nor any significant changes
in scores for either group from the pre-test to the post-
test. Based on this finding. Hypothesis VII cannot be
re j ected
.
Hypothesis VIII (Parent Questionnaire Section II,
Item 2) : Hypothesis VIII presumes that there will be no
significant difference between the experimental and control
oroup on the pre-test and post-test in the parents ratings
awareness of the parental role inof the teacher- interns
'
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FIGURF. 7
PRF.-TFST AND POSTTEST MEANS FOR EXPERIMENTAL
GROUP OF PARENTS ON QUESTIONNAIRE
ITEMS, II :1
Posttest Distribution
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FIGURE 8
PRE-TEST AND POSTTEST MEANS FOR CONTROL GROUP
OF PARENTS ON QUESTIONNAIRE ITEMS, 11:1
Posttcst Distribution
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education. Moreover, it is presumed that neither the
experimental nor control group will show significant changes
in scores from the pre-test to the post-test.
Parents were asked in this section to rate the teacher-
interns on the degree to which they perceived the interns'
effectiveness in conveying their awareness of the following
parental roles in education:
( 1 )
( 2 )
(3)
lo what extent does the teacher - intern appear to
appreciate that your contribution of just being a
parent is very important to your child's educa-
tion?
To what extent does the teacher- intern appear to
appreciate the many things that your child learns
at home?
To what extent does the teacher- in tern appear to be
aware of the value of your partnership with
him /her?
(4) To what extent do you believe that the teacher-
intern values the information that you can give
him for creating better classroom experiences?
(5) To what extent do you believe that the teacher-
intern has the necessary human relations skills
for working with parents? and
(6) To what extent do you believe that the teacher-
intern understands the information you need to have
for making your home a learning place for your
child?
The items were weighted on a four-point scale in which
the most' desirable score, "to a considerable extent," was
weighted 4. The highest possible score was 24. The mean
scores for the analysis of Hypothesis VI IT is shown in
Figures 9 and 10.
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FIGURE 10
PRE-TEST AND POSTTEST MEANS FOR CONTROL GROUP
OF PARENTS ON QUESTIONNAIRE ITEMS, II:
2
Pre-test Distribution
Posttest Distribution
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Hypothesis VIII was measured by a t-test comparison,
uhe difference in means between the experimental and control
group of parents were found to be not significant. The pre-
test to post-test scores for each group when measured by the
t-test were also found to be not significant.
Hypothesis IX(Parent Questionnaire Section III ) : Hypo-
thesis IX presumes that there will be no significant dif-
ference in the degree to which parents believe teacher- interns
working with parents is absolutely necessary for the in-
terns’ success in teaching young children.
The parents v;ere asked to what extent they believed
that working with parents is absolutely necessary for the
interns' success in teaching young children. The items
were weighted on a four-point scale in which the most
desirable answer, "to a great extent," was weighted 4. The
mean scores on the post-test for the experimental and con-
trol group of parents were X = 3.4 and X = 3.0 respectively.
A t-test comparison revealed no significant difference in
the scores, therefore. Hypothesis IX could not be rejected.
The purpose of developing the parent survey was to
obtain evidence that would enhance the teacher- interns ' self
assessment data. Furthermore, it was anticipated that the
parent survey would corroborate the interns' responses.
To examine the relationship between the parent and student
data, botli statistical and descriptive analyses were employed
102
Three null hypotheses formulated for the parent survey
looked at the difference between the pre- and post-test
of the students* capabilities for working with
parents. The t-test comparisons found no significant
^iffstences in parent opinions at the end of the training
sessions
.
Comparison of Responses of Teacher- Interns
and Parents
Two sections of the questionnaire for both the students
and parents were designed to observe, in the case of the
parents, and to assess, in the case of the students, the
same set of skills:
(1) Teacher- Intern Questionnaire- -Communication Skills
(Section IV, 2) and Knowledge of Parent - Related
Areas (Section IV, 3); and,
(2) Parent Questionnaire- -Communication Skills
(Section II, 1) and Awareness of Parental Role
in Education (Section II, 2).
For example, the teacher- intern was asked to assess
his abilities to translate child development principles
into practical knowledge for parents. (Teacher - Intern
Questionnaire, Section IV, 2a). At the same time, the par-
ents were asked to assess how the teacher- intern communi-
cated his knowledge of children's learning and growth in
such a way that they could understand it and use it in
dealing with their child. A second example of the questions
on the teacher- intern questionnaire that coriespunuea to ^
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the parent quest i onna i re \\as the area of home visiting. The
teacher- intern was asked to assess his skills in conducting
home visits. In the meanwhile, parents were asked to rate
the intern on his performance in conducting home visits on
a scale of one to five to the statement: "The teacher- intern
makes me feel comfortable when(s)he visits my home. Each
statement to be rated in the teacher- intern questionnaire
has a corresponding statement in the parent questionnaire.
An illustration of the corresponding statements between
two questionnaires is found in Tables 11 and 12.
The differences between the teacher- interns ' self-
assessments in the two areas, communicating skills and
awareness of parental role in education and the parents'
assessments of these areas were evaluated in terms of dif-
ferences from the pre-test to the post-test for each group
and the frequency of changes in a more positive direction.
The direction of scores in Section IV, 2 of the teacher-
intern questionnaire for the experimental group of teacher-
interns was upward for 100 percent of the items (see Table
11). The direction of the scores was downward for the con-
trol group of teacher- interns for fifty-seven percent of the
items. In Section IV, 3 of the teacher- intern questionnaire
the experimental group of teacher- interns scored upward for
eighty-three percent of the items while the control teachei
-
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the items (see Table 12).
With respect to the parent data, the trend pointed to
the following:
(1) The experimental parent group’s evaluation tended
to parallel the experimental group of interns'
self assessments, which had become more positive
at the end of the training sessions; and,
(2) The control parent group’s evaluation tended to
parallel the control group of interns’ self assess-
ments, which had become less positive at the end
of the semester.
Summary of Findings
The first part of this chapter reported the findings of
the t-test analyses on the hypotheses formulated for the
evaluation of the training experiences. The next section
summarizes these findings. A discussion and inteipretation
of the data follow this summary. (See Table 15.)
Discussion
It appears from the results of the pre-test analysis
in Section II of the teacher- intern questionnaire that
the
experimental group of interns had come to the training
process with a significantly higher regard for parent
in-
volvement than the control group. That the
experimental
group of interns sustained their significantly
higher degrj
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TABLE 13
SUMMARY OF HYPOTHESES TESTED
Hypotheses Summary of Test Results
Teacher- Intern Questionnaire
Hypothesis I (Section II):
Pertaining to interns’
attitudes toward a set of
assumptions related to
parent involvement
Hypothesis II (Section III):
Pertaining to interns'
attitudes tow^ard 17
selected parent roles in
education
Hypothesis III (Section
IV, 1):
H could not be rejected
This test revealed a signi-
ficant difference in the
experimental interns’ post-
test scores. However, the
hypothesis could not be
rejected because the experi-
mental group had scored
significantly higher on the
pre-test
.
H could not be rejected
o
The t-test revealed no signi-
ficant difference in the at-
titudes toward the 17 parent
related educational roles.
However, further examination
of the data suggested that
the training experience may
have been effective in sti-
mulating attitudes of ini-
ating, supporting and en-
couraging certain parent roles.
H could not be rejected
Pertaining
assessment
parents as
success in
children
to interns’
of \\rorking with
a criterion of
teaching young
Hypothesis IV (Section
IV, 2 a-g)
:
Pertaining to interns’
self-assessments of com-
petencies in human rela-
tions and leadership
skills needed for v.'orking j
Although the post-test score
was not significantly higher
the experimental group's
score increased noticeably.
H could not be rejected
o
Interns’ self assessments
revealed no radical change.
However, the scores o^^the
exper imeiiLul group shiJ-ucu
upward on each response-
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TABLE 13 (Cont'd)
Hypotheses Summary of Tests Results
Hypothesis V (Section IV,
3 a-g)
:
Pertaining to intern's
self assessments of know-
ledge and understanding of
parent - related educational
areas
Hypothesis VI (Section IV,
4) :
Pertaining to interns'
attitude toward the need
for training in working
with parents
Parents' Questionnaire
Hypothesis VII (Section
II, 1 a-i) :
Pertaining to the parents'
assessments of the interns'
communication skills
On the other hand, the control
group's scores dropped in four
out of seven instances.
H could not be reiected
0 •'
Experimental group's scores
were not changed significantly.
As in the preceding test, the
experimental intern group
scored higher on the test
than the control group. In
this case the experimental
interns scored higher in five
out of six instances while
the control group's scores
dropped in five out of the
six items.
H could not be rejected
o
No change in group's assess-
ment of training needs.
H could not be rejected
o
Parent opinions were not sig-
nificantly different on the
post-test. Nevertheless, the
comparison of the parent and
intern scores are noteworthy.
The parent and interns'
scores paralleled each other,
generally upward for the
experimental group, while a
more downward pattern occurred
in the control groups.
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TABLE 13 (Cont'd)
Hypotheses Summary of Tests Results
Hypothesis VIII (Section
II, 2 a-f):
H could not be rejected
Pertaining to parents'
assessments of the interns'
awareness of the parental
role in education
Parent opinions were not sig-
nificantly different on the
post-test. The same pheno-
mena that occurred in the
above is found here.
Hypothesis IX (Section III): H could not be rejected
Pertaining to the parents'
assessments of the assump-
tion that working with
parents is a necessary
criteria for the interns'
success in teaching young
children
No significant difference
v;as noted in the opinions
from the pre-test to the
post-test.
of assent to the selected parent involvement assumptions
at the end of the seminar is evidenced by the post-test
results
.
Although a t-test performed on Section III data failed
to yield significant differences between the experimental
and control group, further examination of the data was sug
gestive of a training effect. From the computing of means
for each response in Section III, an interesting profile
of the teacher- interns ’ self perceptions is revealed.
(See Figure 3.) Teacher- interns in both groups regarded
themselves as supporters and initiators of the
parent-child
related educational activities categorized in Part
A.
Part B, which requested opinions towards parents’ educational
decision-making roles, received a broad range of responses
by both the experimental and control groups; however, this
uneven pattern was more evident in the control group.
Parent volunteering (Part C) yielded responses of initiation
and support from both groups with the exception of the
practice of parents volunteering clerical support. An in-
teresting note is that despite the overall higher scoring
in the experimental group, the more negative opinions re-
garding parent volunteering also came from this group.
On the post-test, however, the experimental group showed
a more positive response to thirteen out of seventeen
questions in this section than on the pre-test. In con-
trast, the control group showed a more positive response
on the post-test on only five of the seventeen questions.
On the post-test, the responses of both groups in
Section III demonstrated a wide acceptability of the
parental roles that are considered more traditional, such
as parent-child educational activities and parent volun-
teering. Seemingly, both groups were less accepting of
the educational decision-making roles which may be con-
sidered the more controversial area of parent involvement.
With respect to Section IV, 1, the experimental
group of teacher- interns believed somewhat more strongly
Ill
group working with parents was one criterion of success in
teacliing young children.
From the results of testing Section IV, 2 and Section
IV, 3 it is apparent that the training was less effective
in making significant differences in the interns' percep-
tions of (1) their knowledge and understanding of the
parents' role in education and (2) their human relations
and leadership skills for working with parents. Yet the
scoring patterns for these sections are valuable observa-
tions to study since the post-test scores consistently
tended to move in a positive direction.
The experimental group of interns expressed a greater
need for training experiences (Section IV, 4) at the begin-
ning of training than the control group. On the post-
test both groups expressed a stronger need for training than
had been indicated at the beginning. It is possible to mis-
interpret the responses of the experimental group. The quest-
ion itself does not specify whether the teacher - interns
see additional training for the general good of their teach-
ing career or whether the training process had failed to
meet the expectations.
The parent groups' opinions of the interns' attitudes,
understandings and skills for working with parents did not
differ to a significant degree from the beginning of the
training to the end. Furthermore, the parents' opinions
of
working with parents as one criterion of success
tor the
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intern when teaching young children was sustained from the
beginning to the end of the program.
Based on the questionnaire results, it can be suggested
that the training experiences were more successful in
influencing teacher- interns
’
positive attitudes toward
parent involvement (Section II and III) but fell short of
helping the interns achieve significant gains in acquiring
the knowledge and requisite skills for working with parents
(Section IV). However, the statistical evidence is only
one part of the total evaluation. To complete the assess-
ment some of the interns' comments about the training ex-
periences as well as excerpts from their written reports
are included here. The written reports were obtained at
the end of the seminar, "Building the Parent -Teacher
Partnership" and was a part of a written project in which
the interns were to devise a strategy for working through
a particular problem in interacting with parents. At the
beginning and throughout the course, certain training goals
of the seminar were specified. (See Chapter III.) The
interns' comments summarized here are organized to the
extent that they address some of these training goals.
in
Teacher- Interns * Comments
Training Goal
. The intern will develop a readiness for
on-going examination of personal values and perceptions
of parents and will seek to continually assess any such
values that might inhibit effective communications.
I have learned that to communicate with parents, you
must have empathy in the situation you are dealing
with; also not be too quick in responding; that one
must think in a positive respect in order to have
the best come out of the conversation and the situa-
tion.
I learned that I need to watch out for a condescending
attitude that at times overtakes me in conversation.
I realized that I very much dislike "silent spots" in
a conversation. I feel a need to fill them in.
I learned that I should think about what I am going
to say before I say it. And also to try to put my-
self in the other person's position.
I have discovered that listening and responding isn't
an automatic process but can be brought to a con-
scious level with a minimum of effort.
There has been a positive change in the openess of
communication in this particular set of parents.
However, since I have only recently become aware
of their need, the effectiveness of my communication
with these parents is in doubt. . . I assumed that
I was effectively communicating with them since they
voiced no complaints and stated that they had no
concerns. However, this proved to be a false assump-
tion, as the parents recently voiced their concerns
first to a teaching assistant than finally to me.
This points out the difficulty in communicating effect
ively with parents in a parent - teacher relationship.
Obviously, somewhere, somehow I failed to develop
an effective two-way communication with this particu-
lar set of parents.
This experience indicates to me that I will have to
learn how to look beyond the surface of parental
statements and attempt in some way to have parents
confide in me any concern that they feel is legitimate
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Coal: The intern will develop a critical attitudetoward an institutionally centered educational approachas opposed to a family-centered perspective.
To me, the important thing to remember is that no
matter what position your particular school takesthe parents are still the most important ones to takeinto consideration, when dealing with their child.Too often teachers look everywhere else when dealing
problem except where it really counts, in the
child’s home.
Before one can become a really effective teacher, she
must become aware of each child's home life and a good
way to do this is by getting to know his parents.
It s a good idea, if possible to have a meeting at thebeginning of the year to outline the program, if the
parents are not aware of it. This would involve the
philosophy of the school and what are its aims.
Training Goal : The intern will develop a willingness to
work with parents.
I called Mrs. S just about every night to talk
about the problem and find a way to solve it. We
decided together to have her stay with him at school
a couple of days because we both felt he needed her.
She is an important part in his life.
My plan was to act as a resource, suggesting readings
and answering questions whenever Mrs. P showed
an interest. Also I began to casually filter infor-
mation to her about L by describing her activi-
ties during the day, focusing on her successes and
my reasons for valuing them. The third and most
successful part of the plan was to invite Mrs. P
to come into the classroom to help with special pro-
jects. This helped her to expand her own role in
relation to L and to see her in comparison
to the children her own age. For L_^ this
added prestige of having her own mother at school,
was a great boost to her sense of self worth. It
was important for her to see that not only she but
her family v»/as valued and respected. A child's
sense of self is so closely related to his overall
sense of family worth.
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Training Goj I . The intern will develop an awareness of
the limitations of classrooiri teaching wlien it does not
utilize parental input as a complenientary factor in the
education process.
I felt that with information from the parents and
cooperation with them, I was better able to help
M find himself in our class. This was a
process. In fact it took almost the whole semest
But the change did occur- -and it occurred easily
comfortably for the child.
I feel I know P ^more than any other child at school
because of my relationship with her mother.
long
er
.
and
With the introduction of the foregoing subjective data
to balance the statistical analyses, a more plausible
assessment of the training program can be made. Hence, the
state is set for the answer to the research question; Is
a program that is designed to expand teacher- interns
’
attitudes, knowledge and skills for increasing parent in-
volvement in education an important supplement to teacher
training programs? A more extended discussion in response
to this question is provided in Chapter V. In addition.
Chapter V, the last chapter, will present the conclusions,
personal observations and recommendations for future re-
search .
CHAPTER V
SUMMARY, RECOMMENDATIONS FOR FURTHER RESEARCH
AND CONCLUSIONS
Summary of the Study
This dissertation was undertaken to accomplish four
objectives:
(1) To document the positiveness of integrating an
orientation toward parental involvement into
teacher education programs;
(2) To construct a series of educational experiences
that help prospective teachers to develop atti-
tudes, knowledge and skills for encouraging and
supporting parent involvement and for working
with parents;
(3) To describe the training process that was carried
out by the investigator; and,
(4) To evaluate the effectiveness of the training
process by assessing the effects of the learning
experiences upon the attitudes and perceptions of
both the prospective teachers and the parents
of the children who were exposed to the teacher
interns
.
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In response to education’s need to create a viable
home-school partnership, the teacher was singled out in this
study as the person intrinsically responsible for determin-
ing the quality of parent involvement in the school setting.
The dissertation posited that the teacher is in the unique
position to assume a nurturing role in the parent involve-
ment effort because of his closer ties with the family
and his daily interaction with the child; clearly, this
is a relationship that is enjoyed by no other school function-
ary- However, the reality is that teachers and parents
historically have not always been supportive of one an-
other’s roles. It was hypothesized that the poor state of
parent-teacher relations may be attributed to the lack of
a definite emphasis by teacher training colleges on educa-
ting prospective teachers as potential facilitators of
parent involvement and to train them in that role. Con-
sequently, it was hypothesized that teacher training pro-
grams desperately needed to incorporate into their curri-
cula educational experiences that would help teachers in-
teract responsively and effectively with parents.
The review of literature began with a search into the
role of the fam i ly in the educational devel opmen t of the
child. The family was seen as (1) the prime educational
and socializing agency; (2) the determiner of the quality
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and quantity of the prerequisites for formal education
(ie., skills, concepts, generalizations and understandings)
;
and C^) the pre-eminent influence upon the child's school
success--vis a vis parental background, attitudes and be-
havior. Schaefer’s position, "the family is the most im-
portant educational institution" summarizes the disserta-
tion's research into the family's role. Schaefer's
"Lifetime and Lifespace Perspective on Education" supported
the premise that a family centered educational perspective
is also significant for the training of teachers. The ben-
efits of such a perspective are its provisions for (1) a
reality based view of education; (2) the acknowledgement
of the family's ongoing role in the developmental and
learning processes; and (3) the appreciation for the
family's contribution to educational change strategies.
The relationship between teacher education and parent
involvement was viewed through three conceptual models
specifically designed to illustrate the connection:
(1) "The Parents’ Role in the School Society," (2) Parents’
Role in the School’s Organization Needs," and (3) "The
Relationship Between the School and the Home."
"The Parents’ Role in the School Society" model, an
anthropological view, focused on the interdependency be
tween each subculture in the school society (i.e., students,
o r,
^
c + T-oi- o-r c rvaT-ontc n r. ri thc community) with
t e ache r
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which the parent subculture exerts its belief system,
resources, knowledge, skills, rituals and customs. The
literature rev'iew implied that the sheer impact of the parent
subculture upon the other groups of the school society
raises issues that should be dealt with by teacher education.
"The Parents’ Role in the School’s Organizational Needs’’
model, an organizational management perspective, viewed the
school’s parent group needs as an indispensable element
contributing to the stability and security of the total
school organization. To improve the quality of interde-
pendency between the various groups in the school organiza-
tion, teacher education, in accordance with the view of
this conceptual model, should be supportive of the parent
involvem.ent effort by carrying out the following actions:
(1) Clarifying specific parental involvement objectives
based on research efforts by teacher education
programs
;
(2) Articulating the rationale of parental involvement
to teachers;
(3) Designing models for home-school collaboration;
and
,
(4) Developing specific parental involvement com-
petencies for teachers.
’’The Relationship Between the Family and the School"
model asserted that the school is an offshoot of the family’s
historical educational role. Within the context of this
model, the objective for teacher education is to reconnect
the school to the family by appreciating the school
as the
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family's professional arm, instituted to complete the
family's societal responsibility of training replacements
for social roles and social positions. The writer concluded
that the view of the school reconnected to the home offers
broad possibilities for new educational insights.
Lastly, the review of literature looked at the parental
involvement movement in education with a view toward the
implications for teacher education. It was found that
traditional roles of parent participation gave way to in-
creased negotiations for more significant involvement in
educational decision-making. Yet, in spite of this, fric-
tion between parents and the school remains to this day,
and further problems are inevitable. Moreover, the less
than tolerant attitude toward parental involvement on the
part of teacher unions tends to aggravate the present state
of affairs. The investigator concluded that teacher pre-
paration programs are in the principle position for
advocating the benefits of parental involvement to the
teacher community, an act which should lead to a detente
in relations between the school and parents.
After documenting the need for parental involvement
as a training focus to be integrated into
teacher prepara-
tion programs, the investigator developed a
set of
educational experiences for that purpose. (See
Appendix F.)
Specifically these educational experiences
were designed to
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help teacher- interns expand their attitudes, knowledge, and
skills for encouraging and supporting parent involvement.
The educational experiences focused on two main areas:
(1) Issues and problems related to parent involvement
in education; and,
(2) Identification and development of attitudes and
communication skills necessary for effecting
positive relationships with parents.
The third phase of the study was the designing of an
evaluation process to assess the set of training experi-
ences. Two groups of teacher- interns from the Early
Childhood Human Development Teacher Preparation Program at
the University of Massachusetts participated in the study.
One group, the interns who engaged in the practicum in the
laboratory school’s afternoon session, comprised the ex-
perimental group. This group of interns attended a seminar
conducted by the investigator for one hour per week for
twelve weeks. The control group, the interns who engaged
in the practicum in the laboratory school’s morning session,
did not receive the treatment. In addition to the intern
group, two groups of parents whose children attended
the
laboratory school, participated in the study. The
parents
were asked to respond to a questionnaire which
assessed
the teacher-interns’ interactions with the
parents. The
experimental group of parents was comprised of
parents whose
children attended the afternoon session
at the laboratory
school. The control group of parents
consisted of parents
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whose children attended the morning session of the laboratory
school
.
Both the teacher- intern and parent groups were pre-
tested and post-tested with the administration of two spe-
cially designed instruments:
(1) Questionnaire for the Teacher- Interns : "A Survey
of Attitudes, Perceptions and the Perceived Level
of Preparedness of Prospective Teachers Toward
Working with Parents," and,
(2) Questionnaire for the Parents: "A Survey of Parental
Perceptions Toward Teacher- Interns Competencies for
Working with Parents in a University Laboratory
School."
It was hypothesized that the training experiences
would have some impact upon the interns in three main areas:
(1) Attitudes toward parent involvement issues;
(2) Skills in human relations and leadership skills
for working with parents; and,
(3) Understanding and knowledge of parent - related
educational areas.
It was further hypothesized that the parents involved
in the study would be able to observe the differences in
attitudes and behavior of the interns that occurred as a
result of their participation in the training program.
The research question lor trie stuay was. Is a prog I
am Lhat
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is designed to expand teacher- interns ' attitudes, knowledge,
and skills for increasing parent involvement in education an
important supplement to teacher training programs? The null
hypothesis presumed that there would be no differences
between experimental and control groups on either the pre-
test or post-test opinions and attitudes expressed on the
questionnaire and that there would be no significant change
from the pre-test to the post-test for either group.
Separate sections were designed in the questionnaires
to test each area of focus so that six measures were ob-
tained from the interns’ questionnaire and three measures
were obtained from the parents’ questionnaire. These nine
areas of focus are listed below;
Teacher- Interns ’ Measures
(1) Teacher- inte rns ' attitudes toward a set of parent
involvement related assumptions;
(2) Teacher- interns attitudes toward 17 selected
parent involvement roles in education;
(3) Teacher- interns ’ self-assessments of their human
relations and leadership skills for working with
parents
;
(4) Teacher- interns ’ self-assessments of knowledge
of selected parent involvement related areas;
(5) Teacher- interns ’ attitudes toward the need
for
training to work with parents;
(6) Teacher- interns’ attitudes toward the
essentiality
of working with parents as a measure of success
in teaching young children;
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Parent Measures
(7) Parents’ assessments of teacher- interns
'
communication skills for working with parents;
(8) Parents' assessments of teacher- interns ' awareness
of the parental role in education; and,
(9) Parents’ attitude toward the teacher- interns
’
work with parents as an absolute necessity for
the interns’ success in teaching young children.
The results of the statistical analysis indicate that
the training process was somewhat effective in improving
teacher- interns ’ attitudes, knowledge and skills for in-
creasing parent involvement, but not to a significant
degree. Further, analyses carried out on the degree to
which the teacher- interns would initiate, support, permit
or discourage seventeen selected parent involvement roles
suggested a training effect. Teacher- interns in the exper-
imental group were more likely to respond positively to
questions on "parents evaluating school programs,”
’’parent decision-making in the hiring and firing of school
personnel,” and ’’parental decision-making in teacher- child
placements" than were teachers in the control group at the
end of the session. Thus, it appears that this area may
have been affected more by training than the others.
Eased
on this finding, it is concluded that educational
exper-
iences designed to expand teacher- interns ’ attitudes,
knowledge and skills toward increasing parent
involvement
Wo.ro Koor. offprtive in enhancing teacher- interns
’ degree
of commitment towards a broad spectrum of parent involvement
roles
.
Scoring patterns received particular attention since
the frequency of upward shifts in scores for the experi-
mental group of interns was greater than those of the control
group o f interns
. The positive trend in the exper iment a 1
scores reinforces the conclusion that the training process
may be beneficial.
In addition to statistical analyses, written comments
of the experimental group of teacher- interns and anecdoctal
records of the interactions with parents were summarized.
The following indicators of supportive attitudes towards
parent involvement by teacher- interns were identified in
these summaries:
(1) A readiness for ongoing examination of personal
values and perceptions of parents and a will-
ingness to continually assess any such values
that might inhibit effective communications;
(2) An awareness of the limitations of classroom
teaching when it does not utilize parental input
as a complementary factor in the educational
process
;
(3) A critical attitude toward an institutionally
centered educational approach as opposed to a
family-centered perspective; and,
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(4) A willingness to work with parents.
The interpretation of the subjective data has led
to the conclusion that the teacher- interns ’ interactions with
parents during the training period revealed evidence of
the desired attitudinal changes. This conclusion immedia-
tely raises the question regarding the post hoc character
of these observations, in that the degree to which these
particular attitudes were evident at the beginning of the
training process is unknown. However, it must be noted that
the attitudes in question were not intended to be measured
by the questionnaire.
Methodical Problems and Suggestions
for Further Research
~
~~
Problems related to the design of the evaluation;
(1) The initial limitations particularly with respect
to teacher - interns and parent population (see Chapter III)
may have precluded adequate measurement of the training
impact
.
Recommendation #1 : Replication of the study should
include (a) randomized selection of participants in
both groups- -teacher- interns and parents; (b)
the
number of teacher- interns in both groups to be
greater
than ten; (c) selection of a parent
population that
is more representative of the total parent
population
r.T*o«rhnnl rhildren's parents; and, (d) teacher-
interns selected from a population in
which the
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teacher preparation program to which they arc
assigned is only minimally oriented toward a phil-
osophy of parent involvement.
(2) The teacher- interns ’ and parent questionnaires did
not require information that would permit identification of
the same individual on the pre-test and post-test. As a
consequence, the more sensitive t-test for matched pairs
could not be performed on the pre - test/post - test data.
Instead a t-test for unrelated means was used to analyze
differences between scores on the pre-test and post-test.
Recommendation #2 : Replication of the study ought
to include information that would permit comparisons
of pre- test/post- test data from the same individuals.
(3) Limited evidence for a training effect may havebeen
due to lack of sensitivity in the questionnaire items.
Recommendation ^
5
: Replication of the study ought
to include further delineation of criteria for judging
the teacher- inte rns ’ skills, knowledge and attitudes
for increasing parent involvment.
Problems Related to the Training Proce ss
(4)
The training curriculum was designed
teacher-interns* prior participation into its
Although a negative teacher reaction was not
it is presumed that the teacuei
- Jiitox ns wOUxu
without the
planning,
overtly observed
1
iia V c
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profited more as learners had they been involved more in
decision-making about the training content, particularly
regarding their individual training needs. Furthermore, the
curriculum content could have incorporated more of the
teacher- interns ’ initial attitudes and experiences into
it. This notion is particularly important since the
summary of the interns' subjective data concerning attitudes
and experiences with parents points to a reserve of material
that could have been utilized in training.
Recommendation #4 : Replication of the evaluation
ought to include greater participation from the
teacher- intern group in planning the curriculum in
order for the set of training experiences to be
adapted to reflect the interns' initial experiences
and needs.
(5) Lack of sufficient time for conducting the train-
ing sessions was one of the more blatant weaknesses of the
study. Indeed skill development requires practice time.
In this case, the one hour period did not allow enough
time for such activities as role playing and the review and
assessment of actual interactions with parents. As a con-
sequence, the training opportunities were curtailed.
Perhaps the two areas that appeared to be the weakest as
evidenced by the interns' self assessments suffered from
the short training period. The two areas were (1) the
development of communication skills with parents and
(2) principles for translating child development
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information to parents.
^commendation -“5 : For replication of the study, the
duration of the training sessions ought to be length-
ened to at least two hours per session.
(6) Parents played only a minimal role in the study
by participating as respondents to the questionnaire.
Clearly,, the parent data obtained from the questionnaire
was crucial for evaluating the potency of the training
experiences. However, the teacher- interns did not directly
benefit from the information since the parents' partici-
pation was not disclosed to them. Although the literature
as well as the folklore on parent perceptions of parent
involvement is illuminating, those resources do not fully
answer questions about the unique perceptions and values
of the parent group with whom the teacher- interns are
involved. A meritable goal would have been the addition
of a body of knowledge about the attitudes of the parent
group participating in the study. Some of the knowledge
areas to be presented to the interns could have been
parents' perceptions of (a) parent involvement issues;
(b) child development issues; (c) child rearing; (d) var-
ious educational approaches; and, (e) the goals and
objectives of the teacher- interns ’ training program in
parent involvement. A suggested format for which the
expanded parent data could be obtained might be participation
130
of parents in a seminar with the interns. Such information
would be helpful also for assessing the interns' parent
involvement capabilities.
Recommendation ff6 : Replication of the study ought to
consider the parent group as a training resource for
the purpose of understanding the unique attitudes
and values of that set of parents towards a variety
of parent involvement and child related issues. One
suggested format for obtaining the parent data would
be a dialogue between teacher- interns and parents in
orientation sessions.
Conclusions
Based on the statistical analysis, the scoring trends
and the interpretation of the subjective data, the conclu-
sion of the study is that the training process was somewhat
successful in influencing teacher- interns ' positive atti-
tudes towards parent involvement (Questionnaire Sections II
and III) but fell short of helping the interns achieve sig-
nificant gains in acquiring the knowledge and requisite
skills for working with parents. Nevertheless, the train-
ing effect on the teacher- interns ' attitudes is viewed as
a first step in improving parent - teacher relations.
There-
fore the response to the research question posed at the
out
set of the evaluation is weighted towards an
affirmative
response
.
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In personal terms, since conducting the training
sessions for the teacher group, I am more convinced than
ever of the need for learning experiences to be provided
to prospective teachers whereby they might gain the neces-
sary assurance and self-confidence for interacting
effectively with parents. Participation in the training
process was designed to allow the teacher- interns to moni-
tor their interactions with parents and to learn new in-
teractive modes in a supportive group environment. Al-
though the objective questionnaire data obtained limited
evidence that the training process was only somewhat
effective, the attitudinal changes that I observed in the
teacher- interns
,
a shift from ostensible diffidence in con-
fronting parent-related problems to increased confidence,
has continued to reinforce my belief that the hypothesis
set down in this study is a worthy and viable pursuit.
The training model designed for this study represents
one effort to meld teachers and parents together. As the
parent involvement concept becomes more entrenched into
public policy, the need becomes more critical for teacher
training institutions to prepare teachers to actively
support parent -teacher partnerships. Certainly the imple-
mentation of this model is a desirable outcome of the study,
but not without caution. Mere implementation of the
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training experiences and the evaluation would be the least
profitable venture in comparison to the implementation of
the process with the suggested modifications. Therefore,
replication of the study should be undertaken with two
considerations:
(1) The elimination of the initial methodological
limitations that would continue to impede evalua-
tion; and,
(2) The strengthening of weak content and training
areas that were identified (see previous
section) after completion of the study.
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APPENDIX A
A SURVEY OF ATTITUDES, PERCEPTIONS, AND THE
PERCEIVED LEVEL OF PREPAREDNESS OF
PROSPECTIVE TEACHERS TOWARD
WORKING WITH PARENTS
This survey is an attempt to assess the attitudes,
perceptions and the perceived level of preparedness of
prospective teachers toward working with parents. The in-
formation we obtain from your responses will serve as
guidelines for determining the need for offering specific
training in the area of parental involvement in education.
It is not necessary for you to indicate your name
anywhere on the questionnaire. Therefore, we encourage
you to give candid responses. Also, please remember there
are no right or wrong answers.
Thank you
SECTION I - General Infonnational Questionr,
Please circle the letter number be side your resoonso to each
Quect ion.
1. Have you had previous work-
ing experience in an earJ.y
6. Are you a parent?
• childhood program? a. yes
b . no
a. yes
b. no 7 . Student classificati
2. If you ansv/ered "yes” in a. freshman
no. 1, then in v/hat capa- b. sophmore
city did you v/ork? c. junior -
d. senior
a. teacher
b. assistant teacher
e. graduate student
•
3 . If you. ansv/ered "yes" in
8. Age?
no. 1, then please circle a. under 20
the following occasions in b. 20-25
vhich you were brought in c. 26-35
contact with parents: d. over 35
a. parent meetings
b. parents leaving off
•
•
and picking up their
children
c. parent-teacher conferences
d. hoiae visits
e . none
4. Are you presently involved
in an internship in an
early childhood program?
a. yes
b. no
•
5 . If you ansv/ered "yes" in
no. 4, then please circle
the following occasions
in v/hich you are presently
coming in contact v/ith
parents t
a. parent meetings
*
b. parents leaving off and
picking up their cnild-
ren
c. parent-teacher conierences
..d. homo-vicits .
e. none
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SECTION II
This section is comprised of a number of assumptions ex-
pressed in the literature related to parental involvement in
education. V/e v/ould like your honest opinion on each of these
statements. Read each item carefully and underline the phrase
that best exnresses your feelina about the statement.
X , **The ch ild's education in the family may v/ell be a greater
Influence cn his her ir.~elligence and acaaemic develormer.~:
than the chil'-i's education in 'che school. "
1 2 . 3.4
Strongly agree Agree Undecided Disagree
Strongly disagree^
2 . ** School5 do not chanre the child's level of functioning es -
tablished and ma inxainea by che family and zne community. "
1 ? 3.4
Strongly agree Agree ' Undecided^ Disagree
< *
Strongly disagree'"
3 ,
"
Parent involvement in the educational oroce
not .just a sunole rTieriC to ~r.a~c whic.n occurs
1 2 -*3
Strongly agree'*’ Agree Undecided
Strongly disagree^
S 3 is a necess
v/ithin che sch
Disagree4
4 . Educators are demandina too much of teachers
theIZ3i£ulirij;iii^.room dudes and assum^T^ae,
activatir- and ir.voJ.vir.r uarents .
1 » 2
Strongly agree' Agree
Strongly disagree^
Undecided 3
to go bevond
resronsi oilicy
Disagree
for
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SECTION III
This section is designed to evaluate your attitudes tov/ard
various parent roles in education. V/hat aspects of parental in-
volvement in the following checklist would you initiate? support?
permit? discourage? ’
%
Initiate
(1
0
p.
p.
p
cn
2) (
p
•ri
E
U
0
1
p,
3 ) 1 (
ca
u
p
0
0
w
.-1Q
0
•r-t
c
P,
0
0
5 )
1 . Parents advocating for the rights of their
children
2 . Parental support and encouraging the child
at home
3. Parental reinforcement of the classroom
learning experiences at home, v/hen possi-
b3 e
.
4 . Parenxs providing a conducive learning en-
vironment for the child
•
5. Parents tutoring their ov.ti children
1
6. Parents evaluating school programs
7. Parental decisioiur.aking in curriculum
development
8. Parental decisionmaking in hiring and
firing of school personnel
9, Parental decisiorm'.aking in the evaluation
of teachers' competence
10 . Parental decisionmaking in the school
financing
T
11 . Parental decisionmaking in teacher-
child placements
'
12 . Parental decisionmaking in school prac-
tices{ i.e. discipline, safety, reporting,
•food services, etc.)
t
13. Parents volunteeri.ng instructional support —
•l4. parenxs volunteering xechnological support
X.,—
—
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SECTION III - continued
•
•
•
• # *
•
o>
v
d
•riH
.H
cM
(1)
Support
•»»
• rd
t;
<U
P.
(3) P"
Discourage
0
c
•IH
0
0
Am
(5)
. 15« Parents volunteering clerical support
1
•l 6 , Parents volunteering monitorial support
17 . Parents volunteering housekeeping support
* ^
—
SECTION IV
The items in this section of the questionnaire relate to
your assessment of the degree of preparedness in working with
parents. Place a check in the box of the response that mosi; accu-
rately describes your -perceptions. —
1. To whht extent do you perceive v^orking v/ith parents to be
absolutely necessary to your success in teaching young-
'children?
CL to a great extent/~7 to a considerable extent -
. .
• ito a limited extent
•
;
/ / not at all
2. Hov; do you presently assess your human relations and
leadership
1 -1 _ i n- -na T'On'hQ
.
• • •
^
\
1
-i
excellent
jrT^very
good
good
p.
• rd
d
U
Pi
0
0
P.
:5
a. translating child development
principles into practical knov/led£,e
for 'oar-r’nts
’b. sliarinn your evaJ.uation 01 the child
to the rcrents
c. listening s.-iiixs
•
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SECTION IV - continued
•cJ
o
o
liO
>> TJ
d. communicating effectively v/ith
parents of diversified interests,
attitudes and socio-economic
backgrounds
e« cooperative goal setting v/ith ^
parent for t'r.=
Xi conauct: parent ccr.ierences
g, conducting none visi 1.3
3. How do you assess your knowledge of the
following^ parent -r el^^ >.ed
areas
;
a. av/areness of the impact
(i.e. parent-child relat
attitudes and tehayiors;
ground; child rearing s^
opment of the chil.d_^
of family variaoies.
ionships; parental
s o c i o — e c oncmi c back—
yles) in the devel-
-
r-l
rO -(j
d
U <D
0 •H Xi
X) 0 0
•H •H -p
V) •r-i
c 'H b0 d •H
0 W (H
1 0
_1
b. understanding of the lea
that occur directly and
home
.
rning experiences
indirectly in the
understanding the potent
teacher partnership for
educational achievement.
ial in the parent-
imoroving the child s
d. av;areness of the prooler.
involved in the implcmen
particioa-t ion suc'n as 1 )
state mandates to invor.'
cational structures
to parental decisiorr.aK^
systems, tcac'ners or^a..
s, needs and issues
ration of parent
the federal and
e parents in edu-
2 ) the resistance
ntr by school
izations, etc
.
0UOU--;
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SECTION lY - continued
•
•
•
0)
w
a;
••o
•rf
C)
t:
0
c
1jro
sufficient
•3
Zi
•iJ
•H
E
•H
3
o
o
c
1,
-
e. understanding cf zhe haman relations
skills necessary for v/orking v/ith
parents
.
f, understanding of zhe kinds cf information
parents need from teachers in order to
create a viable learning environment
in the home .
g, understanding of the kinds of information
and participation that teachers need from
parents that can enhance classroom experiences. L
it, To vhat extent do you feel
with parents?
that you need training in working
/~y to a great extent
y / to a considerable extent
y / to a limited extent// not at all
\
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APPENDIX B
A SURVEY OF PARENTAL PERCEPTIONS TOWARDS TEACHER-
INTERNS' COMPETENCIES FOR WORKING WITH
PARENTS IN A UNIVERSITY LABOR/\TCRY
SCHOOL
SECTION I - General Informational Questions
Please circle the letter nimher beside your esponse to each guestior..
3.* .Your child's age.
a. two years old
b. three years old
c. four years old
d. five years old
2. The other children living
at home.
a. older brother (s)
b. older sister(s)
c. younger brother (s)
d. younger sister (s)
e. none
3. Length of time your child
has been in the laboratory
school.
a. since September I975
b. since January 1975
c. since September i97'i-
d. longer than the above
h, length of time you have
knovm the student, v/ho is
. working with your child, as
an intern.
a. since September 1975
b. before September 1975
5 « Your experience as a parent
in v/orking with teachers.
Is this your first parent-
teacher relationship?
a. yes
b. no
6 . Please place a che c k X in the box of the resronse that indicates
the number of your contacts with the teacher intern this year.
No . of contacts v/ith t. intern
a, formal parent-teacher con-
ferences
0 1 3 "IT 5 0 7 0 ^ 1 more
b. home visits from teacher
intern
c. contact was with teacher
intern at school mceti.ngs
(please turn page
)
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d. informal discussions with teacher intern about your child
.as you leave him/her off or pick him/her up.
g
daily
occasionally
none
SECTION II
In this section of the questionnaire you are asked to rate the
teacher intern's skills fer working v/ith parents. Please place a
check X in the box of the response that most accurately reflects
your rating of tne studenn.
Communication Skills
>{-'
r:
c>HH
O
o
X
0)
1
•o
o
o
tc
u
<D
>
2
—
r
1
j..
1
p
poor
a. The teacher intern cc"unicatcs his/her know-
ledge of children's learning and grovrth in
such a v/ay that I can understand it and use
it in dealine: v/ith nv cnild.
b. The teacher intern ne ps me oo understand hov/ my
^Vi i T T o —ir'njyr'f* ~ 'n SChOOl .
1
1
1
2 . The teacher inxern -isxens to me and makes me
feel that what I am saying is important to
hiTn/h^^T^- —
i. The teacher intern stea.-cs to me ^n a respout
•Ctil .
e. The teacher intern stea.-cs _to me in a
rc^pecxiui
manner in spite of the difference of opinion..
•tVint v.'p mav have .
C. The teacher intern st£a.-.s me in a
respect lui
manner in spite of tne difference in our
r.T- -nai'’"' O'- backPTOund ..
.
'TinnPl- 07^ noc ct.i. • —
, i
1 . The teacher intern .-.a.-ies me lecl
comiortaoie in
i. Th^cachcr intern .-a.-:es me leel comioiuaoie
.vner 1
» -
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• #
2, Avmrcness of Parental Role in Education
to
a
considerable
exten.t_
c
c
>4
c
r
ai
•r-l
o
• rl
n
Vl
a
O to
a
limited
extent
1
not
at
all
a. To v/hat extent does the teacher intern appear
to appreciate that your contribution of just
being a parent is very important to your child's
education?
1 2 3
b. To v/hat extent does the teacher intern appear to
appreciate the many things that your child learns
nt homo? - - —
c. To V/hat extent does the teacher appear to be
av/are of the value of your partnership with
him/her?
d. To v/hax extent do you believe that the teacher
intern has the necessary human relation skills
for v/orkii'.r’ v/ith rarents.
c. To v/hat extent do you believe that the teacher I
intern values the information xhat you can give
him/her for creating better classroom exneriences?
f. To v/hat extent do you believe that the teacher
intern understands the information you need to
: have for making your home a learning place
for vour child?
1
I
SECTION III
To whEft extent do you believe that v/orkinf5 with parents
5.S absolutely necessary for the intern's success in teaching
young children?
f~/ to a great extent
y / to a considerable extent
/ 7 to a limited extent
/ / not at all
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APPENDIX C
September 21
,
1975
Dear
As a teacher educator, I feel that training for prospective
teachers in the area of parent involvement in education
should be an essential component of a teacher preparation
program. For the most part., teacher training institutions
have not yet fully emphasized in their curricula the notion
of partnership building between the teacher and the parent.
Because of this recognized training gap, I have been work-
ing under the direction of Dr. Irene Alschuler, of the
Human Development Center, University
developing a course that is designed
interns with the necessary knowledge
working with parents.
of Massachusetts, in
to provide teacher-
and experiences for
The course, which is titled "Building the Teacher- Parent
Partnership", is being offered this semester for the
teacher- interns in the Human Development Center. An import-
is the interns’ pre- and post-
changing attitudes towards parental
perceived level of competency in
feel that the training in this
area would be more valuable if the parents of the children
in the Center’s laboratory school could also assess the
interns’ growth and development in working with parents.
For this reason, I am asking you to participate in this
training effort by completing the enclosed cjuest ionnaire
.
At the end of the course, I would like to call upon you
again to perform a final evaluation.
ant aspect of the course
self assessment of their
involvement and of their
partnership building. I
Your participation in the program will be anonymous, so that
you can feel free to give candid responses. However, a
word of caution is necessary. Because of the experimental
nature of the study and the need to prevent the effects
of parental inriucnce upon a student’s changing attitudes
and perceptions, we would appreciate your silence to t e
interns regarding your participation until after the
final evaluation.
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Thank you for your cooperation. At the end of the program
you will bo sent a summary of the findings.
I have included a self-addressed envelope for returning
the questionnaire to me. If you have any questions that
you would like to discuss, please feel free to contact me
at the address below;
Pattie L. Harris
Dept, of Education and Social Services
Rhode Island Junior College
Warwick, Rhode Island 02886
Telephone (401) 825-10.00 ext 2271.
Sincerely yours,
Pattie L. Harris
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appendix e^
HISTORICAL BACKGROUND OP PARENT INVOLVEMENT IN
EDUCATION (Lecture Outline)
I. Introduction
A. "A F?-ble of Parent Involvement and Parent Unin-
volvement”, by Daniel Safran
B. The central question underlying the background
of parent involvement is "who ultimately should
control education”?
C. The overall historical view of parent involvement
may be measured in terms of a continuum ranging
from minimum to maximum parental responsibility.
D. The historical background of parent involvement
. can be understood by tracing the development of
its two branches, 1) citizen participation in
education and 2) the linking of the home and school
together predicated upon the recognition of the
family's influence upon the child's educational
development
.
'
'
II. The Period of Maximum Parental Responsibility in the
Schools (Colonial Years)
A. The American tradition of "the schools belong to
the people” began with the Puritan's dissent
against the English centralized educational system.
B. The General Court of Massachusetts passed a law
in 1642 requiring local units to establish and
maintain their own schools, thereby opening the
policy making system to citizens.
C. The colonial family's dependency upon the school
system was minimal since the family itself func-
tioned as a viable educational unit.
III. Period of Decline in Parental Responsibility in Edu-
cation: Trends toward More Centralized Control -
(Pre-Civil War Years)
A. Decline of sectarian homogeneity gave way to 1)
educational programs operated by local school
societies, local ecclesiastical societies and
charity groups; and 2) parents relinquishing
their individual responsibility into the hands
of experts.
J
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B. ,Town meeting approach of the Coloinal Periodbecame unmanageable.
1) Town selectmen and ministers appointed to 'inspect schools and hire teachers
j
Participation limited to election of ropre~
Bentatives;
3) More control given to district school com-
mittees
IV. Reform Years (Post Civil War Period)
A. Educators and citizens were concerned about the
corroding effect of industrialization upon the
family's nurturing capabilities.
B. Educational philosophies of this period stressed
the school's responsibility to attend to the so-
cial and emotional problems of children, a
area traditionally belonging to the family.
C. National organization.s that promoted parent edu-
cation were established.
1 ) Child Study Association of America (1888)
2 ) National Congress of Parents and Teachers (1924)
D. . Experimentation in linking parents and the schools
occurred
.
1) Parent cooperative nursery schools
• 2 ) Childcare centers housed by public schools
during the depression and World War II
E. White House Conferences on Children emphasized
the place of the f.amily in the child's educational
development
.
Y. Rise of Professionalism in Education (Post World
War II)
A. Professional exports, and educational careerists
dominate educational policy debates.
B. Scliools, colleges and departments of education in
major universities advance the notion that in-
ctruction and administration was the domai)i of
the professional educator.
1C. Immigrant communities' deference towards the
school was perceived by the professionals asjustification for their domination in policy
making
.
VI. Counter Efforts to Professionalism by Involving Lay
Persons in Education
A. Tax payers broadened their participation in
education through mobilization around board elec-
tions and tax or bond referenda.
B. The National Citizens Commission for Public
Schools were established in 1949.
VII. Impact of Sputnik on Parent Involvement
In an effort to improve American schools in order to
compete in the race to the moon, it was found that
the more successful schools were those which had
higher parent involvement.
VIII. Impact of Project on Parent Involvement
Conceived by Civil Rights legislation, Project Head
Start implemented the mandate for "maximum feasible
participation of the comm.unity" by first recognizing
the parent as the prime educator of the child and
secondly by instituting parent/community councils to
share the governing responsibility v/ith the operating
agency
.
IX. Establishment of Other Educational Programs which
Incorporates Parent Involvement as an Essential Com-
ponent
A. Follow Through Program
B. Title I, ESEA
C. Various smaller experimental early childhood pro-
grams
X. Decentralization Efforts in Education
A. The major purpose of the decentralization efforts
is to dismantle unresponsive, authoritarian
structures and replace them with more responsive
ijiodeli> by le-iijen c
the local communities.
r-\ -ir« O -4* ’
^ Cl i. c-
.i. O ij ^ J
W i-»m r* T7
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B. Examples of decentralization efforts:
1) Oceanhill-Brownsville in Brooklyn, New York
2) I.S. 201 in New York City
XI. Present Trends in Parent Involvement
A. Greater experimentation in the parent-school part-
nership is occurring.
B. National citizen groups promoting parent/ community
involvement are increasing.
XII. Summary
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APPENDIX E^
IDENTIFYING PERSONAL ATTITUDES AND VALUES TOWARDS
PARENTS AND THEIR INVOLVEMENT IN EDUCATION
Purpose: To help teacher- interns examine their personal
values and perceptions of parents to the end that
the exercise will stimulate continual assessment
of any such values and perceptions that might in-
hibit effective communication and partnership
building
.
Format: Training activity and discussion.
Activity: #1 (for discussion): Participants complete the
unfinished sentences listed below. On the first
time, the sentences should be completed as though
writing from the teacher's point of view. The
exercise is to be completed with the replacement
of "parent(s)” for "teacher (s) " and written from
the parents' point of view.
Sentences to be Complete d*
a. In the mornings, when parents bring their children to
school, I like to
b. Last night while attending the parent meetings, I thought
if I had a million dollars I would
c. In my conference with Mrs. Jones, I secretly wished. . .
d. Many parents don't agree with me about. . . .
e. The happiest home visit was. . . .
f. Parents seem to want only to ... .
g. My unhappiest home visit was ....
*Adapted from Values Clarification: A Handbook of Practical
Strategics for Teachers and Students by Sfd STirTon , LclancI Wl
Howe and Hov\/artJ~ Ki r schenDaum"^ (New York: Hart Publishing
Co.
,
1972)
,
pp. 241 -46.
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h. With parents I am best at.
. , .
i. Parents can hurt my feelings most by. . . .
j. I think parents are frightened most by.
. , ,
k. I have difficulty dealing with parents who are.
. . .
l. In working with parents, I need to improve most in. . . .
m. With parents, I am niost concerned about.
. . .
n. The subject I would be most reluctant to discuss with
parents is. ...
o. In a parent conference it makes me uncomfortable when. .
• •
p. I was deeply misunderstood by a parent when. . . .
Activity #2: (for discussion): How do you wish to be per-
ceived by parents? How do you wish to be perceived by the
children with whom you work? Imagine you met a parent
of a youngster you taught five years ago who said, "you're
the greatest teacher my child ever had." What did the
parent say about you? What would the parent of a bright
child have said? What would the parent of an average
child have said? What would the parent of a slow child
have said?
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APPENDIX
CURRENT ISSUES IN PARENT INVOLVEMENT
Purpose: To review the issues related to the effort of
involving parents in their children’s education;
to increase awareness of the problems involved in
the home-school relations and parent - teacher
relations; to encourage a readiness for on-going
examination of personal values and perceptions of
parents and seek to continually assess any such
values that might inhibit effective communications.
Format: Role playing.
Activity: Role playing of an ad hoc school committee charged
with the responsibility to make recommendations
to the school board related to parent involvement.
Roles: Principal; two teachers; teacher who is the teacher
union representative; teacher who is the curricu-
lum coordinator; community representative; four
parents
.
Background: The ad hoc committee members have recently
attended a parent involvement conference. Many not-
able educators debated the various aspects of the
parents' role in the school.
The members of the committee heard presentation,
often opposing points of view, that will guide them
in making recommendations to the school as to the
rights and responsibilities of the parent/community
council for the new, experimental school scheduled
to open Fall, 1976.
Tasks: The committee must come to a consensus with respect
to the time of decision-making role that the
parent/community council should assume in the
following functions:
1. safety policies
2. food services (menu planning)
3. discipline policies
4. curriculum development
5. educational approaches (i.e., open classroom,
traditional)
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6. school financing
7. evaluation of teachers
8. hiring and firing of teachers
9. program evaluation
The committee will select one of the followinglevels of decision-making roles to be assigned to
each of the school functions mentioned above.
Levels of Decision-Making Roles
I. The school will share the decision-making function
with the parent/community council on an equal basis
II. The school will accept the parent/community coun-
cil’s advice.
III. The school will allow the parent/community council
to discuss the issue, but their advice is not
invited.
The final decision is to be written into a recommen
dation to the local school board.
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BACKGROUND MATERIAL FOR THE ROLE PLAYING ACTIVITIES
Excerpts of statements made
by speakers at the Parent Involve-
ment* Conference attended by members
of the ad hoc committee.
1. A Headmaster from London's Headmasters* Association
"I daren't set up a PTA, parents already come to the
school in floods with their complaints. They're an absolute
menace . "1
2. Ann Bailey, Former Chairperson, Title I Parent Advisory
Council, Springfield, Massachusetts
"Congratulations. You have woni It had been a long, hard
battle, but the time has come for me to concede.
You have a full staff of school department personnel paid
to agree in public, no matter what their private opinions
might be. We have volunteers where division and hostility
has been encouraged, because you know that as long as the PAC
is struggling, you can continue to make decisions for our
children with no interference.
You won because your programs are established and because
parents have no training to monitor and evaluate these pro-
grams. You know that parents believe that the school depart-
ment does what is best for the children, even though test
scores and evaluations prove the programs are not working.
You won because you took advantage of the fact that most
parents don't believe that they can make sound educational
decision.
You won because your respect for parents and their child-
ren impedes parental involvement every day, in every way
possible.
You won because you convined the public that if children
weren't learning, it was their fault. You convinced the
public in spite of the fact that the Title I Director has
proved that in some districts Title I children gs-in two
months for every month spent in the program, while children
in our district get further and further behind each month.
3. George Gallup.
"Much discussion in educational circles has centered about
teacher and school accountability. In the survey this year
C1971) for the first time, the matter of parent
accountability
was explored--with results so significant that a change in
focus of the present debate is indicated.
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The question that was designed to gather the views of thepublic on this matter of parent accountability as opposed toteacher, school, and pupil accountability, was stated asfollows:
When some children do poorly in school, some people
place the blame on the children, some on the child-
ren's home life, some on the school, and some on the
teachers. Of course, all of these things share the
blame, but where would you place the chief blame?'
The answer given by the greatest percentage of those
interviewed: the children's home life. In fact, more than
half of the adults interviewed (54%)
,
give this answer.
Only 14 % name children, 8% teachers, and 6% the schools.
It is significant that parents with children now in the
public schools name the child's home life as the chief cause
of a student's failure in school; they do not, as might be
expected, shift the responsibility to the teachers or to
the school or to the children." ^
4. Ira J. Gordon, Director and Graduate Research Professor
Institute for Development of Human Resources, University
of Florida, Gainesville.
”1 see the principal as the key agent in the effective
implementation of family- or iented and family- respons ive
early childhood education. He faces several major tasks
in carrying this off. First, he will be working with par-
ents who possess various degrees of sophistication in educa-
tion and assume that by its creation it possesses all the
skills necessary to act. This is as bad as building a cam-
pus, labelling it a university, and assuming therefore that
it is. Parents need considerable help in learning the
language in order to deal with budgets, to understand the
laws, to negotiate with the system."
5. Ellen Lurie, Author
"If parents are fed up with the c
should pressure for changes, but firs
'Shouldn't a school be able to educat
does not get parent cooperation?'
My friend Evelina Antonetty often
happens to orphans? They learn, don't
system believes that the child cannot
parent behaves 'properly,' mere proce
improve parent - teacher conferences,
set up these sessions so they can bul
ture the narents, remake the parents.
onference process, they
t they might ask,
e the kids even if it
tells parents: 'What
they?' If the school
learn unless his
dural changes will not
If school officials
Idoze the parents, lec
and blame the parents
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when the school fails to
most parents will, quite
reach or teach the children
sensibly, continue to avoid
then
them .
”
6.
Margaret Mead, Curator Emeritus,
Natural History,
American Museum of
"Throughout history whenever there have been periods of
change, people usually start with the family.
. . . Theyhave always sensed in the end that the family is the keypoint.
. . Every society in the end has had to go back
to the family because it is the key to the development of
the kind of citizen who can support any system, and par-
ticularly our own/'t*
7.
Senator Walter Mondale U.S. Senator.
"I have
the hunger
route, the
route; all
that is not
that is the
worked on practically all the human problems--
route, the Indian route, the migratory labor
quality of education route, and the housing
of them--and increasingly reached a conclusion
very profound. It all begins with„the family
key institution in American life."^
8. Leonard A. Popp, The Ontario Institute for Studies
in Education.
"What is it that parents want? With rising educational
expectations and decreasing financial support, education
has become one of the prominent social issues. Parents
increasingly want a measure of direct involvement in the
resolution of educational problems. Tliey do not want the
formalistic PTA approach any more than educators do; they
want the substance, not the form, of involvement. The
ultimate responsibility for the education of the child
g
rests, after all, with the parent, not with the state.”
9. Richard Saxe, .Associate Dean of the College of Education,
University of Toledo, Ohio.
"Educators generally view citizen participation with a
mixture of resentment and apprehension.”^
10. Harvey Scribner, Professor of Education, University of
Massachusetts, .Amherst. Chancellor of New York Public
Schools from lO^O-lOyS.
"Performance systems for preparing and licensing teachers
must heed the likelihood that parents will move increasingly
16S
into school decision-making. In New York City parents elect
community school boards, they have a specific role in the
employment of school principals, they have the right by policyto be consulted in the hiring of community school superin-tendents, they have one small foot in the tenure decisionsdoor and they have an established channel for appealing
grievances against localdecisions to the highest level of
the city school system.
11.
Earl Shaefer, Professor of Maternal and Child Health
University of North Carolina, Chapel Hill.
"The amount of parental involvement in the child's
education may explain up to four times as much of the variance
in the child's intelligence and achievement test scores at
age eleven as the quality of the schools.
. . . The family is the most important educational
institution
.
"H
12.
Albert Shanker, President, American Federation of
Teachers
.
"Parents have no interest in evaluating teachers, they
just want to be able to lodge complaints."
13. Marian S. Stearns, Stanford Research Institute, Menlo
Park, California.
"Evidence of the success or failure of parent involvement
in bringing about improved school performance in children
is extremely 1 imited . For parents as employees and parents
as decision-makers, no direct evidence was found to confirm
or reject the basic hypotheses about impacts on children
although there is evidence of benefits to participating
adults .
"
14. Leonard P. Strickman, Associate Professor at Boston
College Law School.
"Lest I be accused of new heights of political naivete,
let me acknowledge that teachers unions are likely to be
vitally important obstacles to achieving this order of
'parent control.' In the absence of some new understanding
between parents and teachers on which a common philosophy
of school governance can be based, any effective transferral
of power presently held centrally to constituent parent
groups will be impossible."
15. Preston Wilcox, President, ACram Associates.
"Teachers employed within this approach (Afram Model-
Follow Through) must accept the principle of accountability
and community control inherent in the model. They become
accountable to the parent community, not just to the school
system.
Parents/families have a natural non -negot iab le riglit/
responsibility to guide/protect the right of their children
to be perceived as being human/educable
,
as members of a
family and as members of a community and to be involved in
shaping the content /pol icy of their (children's) educational
programs. The failure of school systems to effectively
provide educational justice to Bl ack/Spanish- speaking/ Indian
poor v/hite children shifts the exerciseof parental decision-
making from a right/responsibility to an absolute necessity."
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Purpose
:
Training
Scope of
APPKNDIX
THE SOCIALIZING ROLE OF PARENTS
To enhance an awareness of the importance of family
variables (i.e., parent-child relationships; paren-
tal attitudes and behavior; socio-economic back-
ground; child rearing styles) in the development of
the child; to foster an understanding of the learn-
ing experiences that occur directly and indirectly
in the home; and to facilitate the development of
the following attitudes.
Goals; To develop an awareness of the pre-eminent
influence of the home in the child’s development;
and to develop a critical attitude of institution-
ally centered educational approach as opposed to
a family- centered perspective.
Topic Area; The effect of parental attitudes and
behavior on the child’s development; and the
teaching role of parents and its impact upon
achievement
.
Lecturette and discussion.Format
;
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APPENDIX E^
THE INFLUENCE OF FAMILY VAPxI ARLES UPON THE
CHILD'S DEVELOPMENT
Purpose: To provide information and knowledge that would
bring about an awareness of the importance of
family variables (i.e., parent
-child-chi Id relation-
ships, parental attitudes and behavior, socio-
economic background, and child rearing styles) in
the development of the child; and to foster an
understanding of the learning experiences that
occur directly and. indirectly in the home.
Format: Film viewing and discussion.
Activity #1: Viewing and discussion of films of children
in their homes and in their school.
Topic areas for discussion:
1) The relationship of each family's child rearing
styles to the child's exhibited behaviors.
2) The parents' expectations of the child.
3) The parents' expectations of the school.
4) The teacher's expectations of the child.
5) The teacher's expectations of the parent.
Activity #2: Define your personal objectives for working with
the child as perceived with a family-centered
context
.
A. What are your goals and objectives related to
your attitudes and perceptions of the child's
needs and capabilities as you understand the
influence of the family upon his/her total
development ?
B. What are your goals and objectives for cieating
learning experiences for the child as you under-
stand the influence of the family upon his/her
development?
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C. What are your goals and objectives for guiding
the child's social and emotional growth as you
understand the influence of the family upon
his/her development.
Films- -"Howie at Home," "Howie at School,"
"Rachel at Home" and "Rachel at School." .Ml
four films produced by Education Development
Center, 70 West 93rd St., NY 10025.
Activity #3: Design and implement an activity which you be
lieve will enhance your knowledge and competen
cies for working with parents. The activity
should be small enough to fit into your regula
internship responsibilities. On December 3rd,
be prepared to present a short report of your
progress. The report should contain a written
statement of the need, objectives, method and
plan for evaluating your work.
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APPI-NDIX
BUILDING COMMUNICATION SKILLS POR WORKING
WITH PARENTS
Purpose: To provide information and learning experiences that
will enable the teacher- intern to 1) understand
the human relations skills necessary for working
with parents; 2) to continually examine their per-
sonal values and perceptions of parents and seek
on-going assessment of any such values that would
impede effective communications; and 3) to be per-
ceptive and responsive to parents' needs as they
relate to the child as well as parental attitudes
and perceptions of themselves and the school.
Format: Lecturette, discussion and role playing.
Content of Lecturette: The need to the communication process
into slow motion--eye contact, attending, focus-
ing/though/control/awareness; and, formulating
a mental checklist for effective communicat ions -
-
what was said? what are my emotions? what is my
body posture? need to clarify before responding,
and the response.
Role playing exercise: Two people are holding a conference
to discuss a problem situation.
1st person: I have some unfinished business to
settle with you. . . .
2nd person: (speaks to the audience as with his/her
alter ego, and responds to each item
on tlie mental checklist for slowing down
the communications process. After
proceeding through the items, the
final response is directed back to the
first person.)
1st person: (finishes his/her first sentence)
2nd person: (Proceeds through the mental checklist,
speaking audibly to the audience be-
fore making a reply to the first person.)
The audience evaluates the communication skills of
the two rule players.
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APPENDIX V?
HANDLING PROBLEM ENCOUNTERS
Purpose: To provide information and learning experiences that
will enable the teacher- intern to 1) understand the
human relations skills necessary for working with
parents; 2) to continually examine their personal
values and perceptions of parents and seek ongoing
assessment of any such values that would impede
effective communications; and, 5) to be perceptive
and responsive to parents’ needs as they relate
to the child as well as parental attitudes and per-
ceptions of themselves and the school.
Format: Lecturette and discussion.
Objectives for applying the communication principles:
To create an open communication channel between
the teacher and the parent; to discern the "real"
problem that is cloaked in the parents’ message;
and, to facilitate collaborative problem solving
efforts between the teacher and parent.
Advantages in applying the communication principles:
Minimizes manipulative and avoidance tendencies
by teachers; unearths the "real" agenda, allows
both parties to appreciate his contribution to
the process as well as each others’; and, max-
imizes success of problem solving.
Some techniques that teachers can
cation channel by making
point; extrapolating the
child based on the paren
tion; and, translate the
parent into words
.
use: Opening the communi-
the child the focal
feeling level of the
t’s report of the situa-
child’s feeling to the
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APPENDIX E®
THE HOME VISIT
Purpose: To help teacher- interns develop the following skills
1) to convey to parents an acceptance of them as
individuals who are knowledgoaVjl e
,
resourceful and
who are concerned about their children's education;
2) to communicate with parents effectively regard-
less of their socio-economic background and educa-
tional sophistication; 3) to resolve conflicts with
parents which involve the child; 41 to be percep-
tive and responsive to parents' needs as they re-
late to the child as well as parental attitudes
and perceptions of themselves and the school; and
5) to devise various methods and strategies to in-
volve every parent at some level in the teacher-
parent partnership effort.
Format: Lecturette and role playing.
Content of Lecturette
1) Attitudes of teachers for home visiting
2) Roles of the parent and the teacher
3) Content of the home visit
4) Process of the home visit
5) Home visit report form: how to use it
6) Suggestions for handling a variety of situations
Role Playing
1) A nervous teacher on the first home visit
2) A teacher who arrives at the end of a marital
argument
31 A teacher visiting a mother who is shy and re-
ticent because she feels threatened by her
poor educational background
175
4 ) 1 he home visit thQt is constQntly interrupted
5) A teacher who comes upon a situation in which
mother and child have had a fight. The mother
tries to keep the child out of the room. The
child appears to have been bruised.
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APPENDIX F
TEACHER- INTERNS’ REPORTS
Report #1
Problem
R !s behavior during the first few weeks of school
showed that she would frequently withdraw in tears to a
corner. After some time it was determined that her dis-
comfort was largely due to feelings of exclusion. Friendship
and social contact with peers was a central part of her
sense of self esteem and security. Her mother, indicated
that she felt her child was "pushy, manipulative, and liked
being the center of attention." She frequently referred to
her older son saying that R just wasn't like him and
that she wished she was more like him.
Mrs. B was open and honest with me from the
first. In fact, at times, her frankness was sometimes
discomforting.
The Need
My frequent conversations with Mrs. B were of
great value to my understanding of her child. However, as
we talked I sensed that this mother, despite her open and
frank conversation, was searching for a means of under-
standing her child's personality. Even more so, I felt
that she needed to develop faith in this child and in her
ability to deal with her.
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Strategy
My plan was to act as a resource, suggesting readings
and answering questions whenever Mrs. B sliowed an
inteiest. Also 1 began to casually filter information to lier
about R by describing her activities during the day
focusing on her successes and my reasons for valuing them.
The third and most successful part of the plan was to invite
Mrs. B to come into' the classroom to help with spe-
cial projects. This helped her to expand her own role in
relation to R and to see her in comparison to other
children her own age. For R:
,
this added prestige of
having her own mother at school was a great boost to her
sense of self worth. It was important for her to see that
not only she but her family was valued and respected.
A child's sense of self is so closely related to his overall
sense of family worth.
Resul ts
Mrs. B began to share her "insights" about R
with me. She would say, "Last night she wrote her name
over and over again. I didn't know she could do that."
In conversation she tends to compare her to her brother less
often and more favorably. While working with otliei children
at school she showed surprise at their similarities to
p I suspect that her son is an unusually precocious
w i 1 1 A 1 r> o /I i n rt* ^ “ to
1- ri to Y n to t'
'"'I ct all children to perform as
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well. Ircsontly we hnve become iitwo-w;iy resource service.
She suggests readings to me as often as I do to her.
R ' s school behavior lias shown great improvement.
We haven't had tears in weeks and her social interactions
seem freer and happier.
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Report If 2
Parent Cfami ly) Participation with the
Hospitalized Chil'J
My interest in parents’ involvement in the lives of
their children has grown considerably during the semester.
In our seminar we have concentrated on parent involvement
in education. While this has been of great interest to me,
I have recently done some reading concerning another area
of parent involvement. As I will be doing an internship
at a Boston hospital next semester. I have begun to explore
the role of the parent when his/her child is hospitalized.
I have found quite a bit of information concerning
the fears, problems and stresses a child faces when entering
the hospital. Only recently, however, have the needs of the
child’s family been addressed. In addition to realizing
the stress and fears which the parents face, the importance
of the family to the child's welfare has been recognized.
In the past parents were often kept away from their
hospitalized children. The reason given for this was that
there was danger of spreading infectious disease and that
hospitals needed to maintain quiet and discipline. In
recent years, however, antibiotics and the shift in dis-
ease patterns (from contagious toward congenital) have
invalidated many of the previous reasons for keeping
children isolated.
18 0
While many hospitals arc clianging in this regard,
the process has been slow. A large number of hospitals
now allow unlimited visiting by parents but relatively
few have provided any facilities which would allow parents
to stay overnight or participate in the care of their
child.
The major emphasis in the literature I have read is on
the child. While the child is certainly of prime importance
the needs of the parents themselves should not be over-
looked. They are also concerned, worried and uprooted from
their daily routine. An understanding hospital staff can
do much to meet the needs of the parents. An atmosphere
of empathy and understanding should be provided where the
parents feel that their presence is welcomed by the staff.
There is a large range of possibilities in terms of par-
ent participation as well as a large number of factors
affecting the amount of participation which is best for
both parent and child. Fortunately many hospital staffs
have begun to explore these many possibilities. And hope-
fully an even greater number will do so in the near
future
.
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Report #3
Training Task III
December 3
,
1975
Need
The parents' need is the reassurance that their child
is treated as an individual and with respect. The teacher's
need is to communicate effectively with the parents.
Ob j ect ive
To establish a relationship with the parents in which
the parents feel comfortable and competent in communicating
their concerns and needs.
Method
Daily conversation with the parents when child is
brought to school and picked up. Frequent phone calls and
home visits when deemed necessary.
Evaluation
Objectively observing a positive change in the demeanor
of the parents in respect to their openess in communication.
There has been a positive change in the openess of
communication in this particular set of parents. However,
since I have only recently become aware of their need the
effectiveness of my communication with these parents is in
doubt
.
Since the beginning of the semester the parents
appeared
to be extremely happy with their child's progress
in scliooi
,
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with the school and with the teaching teams. I assumed that
I was effectively communicating with them since they voiced
no complaints and stated that they had no concerns. How-
ever, this proved to be a false assumption as the parents
recently voiced their concerns, first to a teaching assistant
then finally to me.
This points out the difficulty in communicating effec-
tively with parents in a parent - teacher relationship.
Obviously, somewhere, somehow, I failed to develop an
effective two way communication with this particular set
of parents. This experience indicates to me that I will
have to learn how to look beyond the surface of parental
statements and attempt in some way to have parents confide
in me any concern that they feel is legitimate.
Hopefully, just becoming aware of this problem will
allow me to deal with it, also to avoid a repetition of
it in the future.
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Report #4
An Example of Parent -Teacher Relationship
When I went to the Jones' to make my first home visit
I found a neat, happy home with both parents and children
getting along well. Bob, the four year old was to be my
student in school. Bob's parents were very happy that I
came to meet him and them before school started.
Mrs. Jones is a housewife and Mr. Jones is a physical
education grad student. The Jones house is male dominated
and is rather typical of a male superiority setting. Mr.
Jones brings his children up with a compet iveness spirit and
teaches his boys that they are men.
At the beginning of the semester Bob's mother brought
him and picked him up. About a month and a half later a
carpool was started and a neighbor brought Bob in and his
mother picked him up. Around this time, a personal problem
occurred. I was taken into the confidence of the Jones'
and was told about. Around that time Bobby began having a
separation problem from his mother. He would cry and cry
at school.
I called Mrs. Jones just about every night to talk
about the problem and find a way to solve it. We decided
together to have her stay with him at school a couple of
days because we both felt he needed her and she is an im-
portant part in his life.
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At first Mrs. J l')lamccl herself for the separation
problem because she felt B felt neglected because she
didn't take him to scliool anymore so, now she picks him up
and takes him home. Also, she felt he might have noticed
a difference at home because of the personal problem.
We thoughtmaybe if B ^fatlier brought him a couple of
times it would help, so now he brings B in one day a
week (he has classes the other days)
.
As of now B ^is doing fine and there has been no
more crying. I feel my relationship with the s' helped
to solve this problem. I found it easy to talk to them and
the reverse was also true. Having a good relationship
is an essential part of being a teacher.
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Report #5
I found one of the best activities to enhance ny
competencies for working with parents was to either greet
them in the beginning of the day or at the end. This
gave me the opportunity to learn more about the parents'
background, the child at home and the environment in
which he or she lives. Also their beliefs in education,
socialization, etc.
During my short conferences daily with the parents I
feel brings about a closeness which developed into trust
and confidence.
My availability and openess to the parents' wants
and needs seems to perpetuate this trust, friendship
and mutual respect which I feel has transferred to the
child.
Report If 6
Parent Teacher Involvement: Concern i n g Two
Brothers in the Same Class
Each member of the teaching team was assigned four
special children to be in contact with throughout the semester.
Two of the children I was assigned to are brothers, D
and M They are fifteen months apart in age.
When I thought about ‘these two children several quest-
ions came to mind. Will they be inseparable? Will they be
treated like twins by their parents? by their teachers?
And if not treated like twins will they always be lumped
together as the B brothers?
Even though both boys were mine I decided to ask an-
other teacher (a T.A.) to come along for the first home
visit so both children would feel they had a special
teacher. This process would only continue through the
first week or so of the school. So assuming the older
child would be less dependent the TA took him in as her
child to guide through the first few days of school. We
assumed the younger child might be more dependent and need
the same teacher all year.
During the first home visit I was glad we had two
teachers. They didn’t seem very dependent on one
another.
In fact, they seemed quite different.
However, because
thoro wore two teachers each child could spend
some time
showinE their tcnchcr their home and special
toys or places.
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At the first home visit I asked the parents what their
expectations and goals were for the two boys. They felt that
the boys were really ready for something more tlian they could
get at home. They needed more activities and cliildren to
play with.
Once school started the boys were extremely eager to
come every day. Neither seemed to have any anxiety about
leaving their mother. Because of this the mother was able
to establish a car pool with another parent.
Although no anxiety was expressed about leaving the
mother, the younger child was very dependent on his older
brother. "Where's M_ " was heard what seemed like
hundreds of times a day. In the beginning we reassured
D that M was still here at school and we would
help him find him.
When I told the mother about this she said she wasn't
She felt w’as a more dependent child than
M even at home. At this point she expanded on her
goals for the two boys. For M they wanted curriculum
that they felt he was ready for (pre*reading , number skills,
etc) as well as fun things to do. For D they just
wanted him to become comfortable around a group of children
and adults he wasn't familiar with. They felt he would
have
been very upset if lie had gone to a different scl\ool
fiom
M
time D would start to internet with tlie otlier cliildrcn.
She felt this could be encouraged.
I agreed that I) should be encouraged to interact
with some of the other (younger) cliildren. lie had a hard
time keeping up with M and the older children and
often seemed frustrated and self defeated. So after D
seemed comfortable with the physical surroundings and the
other teachers, we began to encourage him to do activities
other than those being done by M
Soon D became much less dependent and began moving
around the room by himself. -The teachers talked less and
less of "M. and D ” as a group.
I felt that with information from the parents and
cooperation with them I was better able to help D find
himself in our class. This was a long process. In fact
it took almost the whole semester but the change did occur,
and it occured easily and comfortably by the child.
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Report ^1
At the beginning of this semester I learned that one
of my children would be brought to school and ])ickcd up by
her father. I have never had a close parent /teacher rela-
tionship with a father. 1 felt this was the opportunity for
me to develop this kind of relationship. At first our com-
mon goal was 11,^ . Our conversations dealt with what
H did at school and what she did at home. This infor-
mation was helpful. 1 learned more about H than 1
would have in the school setting. As time progressed I felt
that I wanted the conversations to be more diverse. I started
to talk about baseball and the Red Sox and we had something
else to talk about. Now wo talk about home lives, our own
schooling, and many different topics. I am pleased that my
parent/ teacher relationship with H 's father has devel-
oped to the point where school isn’t our only verbal outlet.
I feel I know H. more than any other child at school
because of my relationship with her father.
Report H8
Parent Involvement in Schools
190
There has been much controversy lately over whether
or not parents should be involved in their cliildren's
schools and if so in what capacity. Views range from those
who contend that parents belong at liome and have no place
in school to those wlio believe parents should act as aids or
resource people to those who want parents on the school
board, making all personal, curriculum and financial de-
cisions .
To me the important thing to remember is that no matter
what position your particular school takes, the parents are
still the most important ones to take into consideration
when dealing with their child. loo often teachers look
everywhere else when dealing with a problem except where it
really counts, in the child’s home.
Before one can become a really effective teacher, she
must become aware of each child’s home life and a
good way
to do this is by getting to know his parents.
This is not
to say that you will always agree, unlortunatel y
this isn't
always the case. I-or example, when I was
teaching in a
private kindergarten, we had a problem with a
boy always
swearing and cursing at both children and
staff. However,
when we brought this to his mother's
attention, she wa.sn't
the least bit concerned over this and
allowed it at 'nomo.
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As time passed, we were able to convince the parent that her
son’s language was having a direct effect on his social life
in the classroom, so the issue became more important to her.
But, even if this was not the case merely knowing that he was
allowed to talk this way at home and get results when he
used it, gave us a greater understanding of the child and
helped us to deal with him.
This whole issue leads to another very important point,
and that is which are more important the parents' morals
and values or the teacher's? Again, I would say that both
must be taken into account. And it makes things a lot
easier to find these things out before trouble starts. Many
issues are small enough so that a parent’s wish may be car-
ried out without interfering with the entire class procedure.
But, at times a parent’s and teacher’s viewpoints may be so
far apart that it would be better if possible to find a
different class for this child. This of course is not al-
ways possible and then in my opinion it becomes the job of
the teacher to in some way deal with the problem. Teacliers
and parents will not always agree on everything but a
teacher should not ordinarily go against the wishes of a
parent
.
It’s a good idea, if possible, to have a meeting at the
beginning of the year to outline the program, if the
parents
arc not aware of it. This would involve the
philubui/ny ui
the school and what arc it*s aims. Many parents for example,
get upset if their children don’t bring papers home, espec-
ially in the early grades. So I would want to make it clear
that the process not the product is the important thing.
This may comfort a parent who has a child wlio comes home
without anything. It doesn’t mean that their child didn’t
do anything all day it just means lie at this time for some
reason he prefers some other type of activity. A good
teacher can put herself in the parent’s place and therefore
understand them.
In order for a child to have an enjoyable year and an
educational one parents and teachers must work together.
School and home should not be totally different and they
won’t be if parents and teachers are working together, for
the same goal, the growth of the child.
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Report #9
My objectives for the project were to promote parental
understanding of the school philosophy, curriculum and meth-
ods, and objectives; open up a channel of communication be-
tween the school personnel and the parents, get ideas about
what sorts of things parents are concerned about, what kinds
of questions they ask, what objectives they have for their
children.
I invited the parents to come in to school and talk with
me (see letter) I have a lot more time than any of the student
teachers as I only teach on the floor one day out of four. I
designed this project for myself, not specifically for the
course. I set aside Mondays and Wednesdays but made arrange-
ments for Tuesdays if necessary.
I’ve been keeping a short account of each visit - -things
parents talked about, questions asked, answers to my ques-
tions, my impressions, anything I felt was particularly im-
portant, and ideas for further thought that come out of the
conferences. I found that although the general tone of
each conference was different, many of the parents had
simi-
lar reasons for sending their children to school,
few seemed
interested in talking about the philosophy and
activities.
Subjects that come up ranged from sexism to guns to thumb
sucking. So far we come away feeling like we
really made a
beginning with working with this group of
parents. They
seem to respond more warmly towards me afterwards
in
subsequent encounters.
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APPENDIX G
Table 14:
Table 15:
Table 16:
Table 17:
Table 18:
Table 19:
Summary of Experimental Teacher- Intern Group
Scores Obtained from Pre-Test to Post-Test
Analys is
Summary of Control Teacher- Intern Group Scores
Obtained from Pre-Test to Post-Test Analysis
Summary of Parents’ Pre-Test Data Analysis
Summary of Parents’ Post-Test Data Analysis
Summary of Experimental Parent Group Scores
Obtained from the Pre-Test to Post-Test
Analysis
Summary of Control Parent Group Scores Obtained
from the Pre-Test to Post-test Analysis
EACHER-
INTERN
SCORES
OBTAINED
FROM
PRE-TEST
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APPENDIX H
Table 20; Raw Data- -Experimental Teacher- Intern Group Pre-Test
Scores, Section II of the Teacher- Intern Questionnaire
Table 21; Raw Data- - Experimental Teacher- Intern Group Post-Test
Scores, Section II of the Questionnaire
Table 22; Raw Data- -Experimental Teache r- Intern Group Pre-Test
Scores, Section HI of the Teacher- Intern Questionnaire
Table 23; Raw Data- -Experimental Teacher- Intern Group Post-Test
Scores, Section III of the Questionnaire
Table 24; Raw Data- -Experimental Teacher- Intern Group Pre-Test
Scores, Section IV, 1 of the Teacher- Intern Question-
naire
Table 25; Raw Data- -Experimental Teacher- Intern Group Pre-Test
Scores, Section IV, 2 of the Questionnaire
Table 26; Raw Data- -Experimental Teacher- Intern Group Post-Test
Scores, Section IV, 2 of the Qquest ionnaire
Table 27; Raw Data- -Experimental Teacher- Intern Group Pre-Test
Scores, Section IV, 3 of the Questionnaire
Table 28; Raw Data- - Experimental Teacher- Intern Group Post-Test
Scores, Section IV, 3 of the Questionnaire
Table 29; Raw Data- -Experimental Teacher- Intern Pre-Test and
Post-Test Scores, Section IV, 4 of the Questionnaire
Table 30; Raw Data- -Control Teacher- Intern Group Pre-Test Scores
Section II of the Teacher-Intern Questionnaire
Table 31; Raw Data- -Control Teacher- Intern Group Post-Test
Scores
Section II of the Questionnaire
Table 32; Raw Data- -Control Teacher- Intern Group
Pre-Test Scores
Section III of the Teacher- Intern Questionnaire
Table 33; Raw Data--Control Teacher- Intern
Group Post-Test Scores
Section III of the Questionnaire
Table 34; Raw Data- -Control
Post-Test Scores,
Questionnaire
Teacher- Intern Group Pre-Test and
Section IV, 1 of the Teacher- Intern
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Table 35: Raw Data- - Cent rol Tcaclicr - Intern Group Pre-Test
Scores, Section IV, 2 of the Questionnaire
Table 36: Raw Data- -Control Teacher - Intern Group Post-Test
Scores, Section IV, 2 of the Questionnaire
Table 37: Raw Data- - Control Teacher- Intern Group Pre-Test
Scores, Section IV, 3 of the Questionnaire
Table 38: Raw Data- -Control Teacher- Intern Group Post-Test
Scores, Section IV, 3 of the Questionnaire
Table 39: Raw Data- -Control Teacher- Intern Pre-Test and Post-
Test Scores, Section IV, 4 of the Questionnaire
Table 40: Raw Data: Experimental Parent Group Pre-Test Scores,
Section 11,1 of the Parent Questionnaire
Table 41: Raw Data- -Experimental Parent Group Post-Test
Scores, Section II,-1 of the Parent Questionnaire
Table 42: Raw Data- - Experimental Parent Group Pre-Test
Scores, Section 11,2 of the Parent Questionnaire
Table 43: Raw Data- -Experimental Parent Group Post-Test
Scores, Section 11,2 of the Parent Questionnaire
Table 44: Raw Data- -Experimental Parent Group Pre-Test and
Post-Test Scores, Section 11,3 of the Parent
Questionnaire
Table 45: Raw Data- -Control Parent Group Pre-Test Scores,
Section 11,1 of the Parent Questionnaire
Table 46: Raw Data- - Control Parent Group Post-Test Scores
Section 11,1 of the Parent Questionnaire
Table 47: Raw Data- - Control Parent Group Pre-Test
Scores
Section 11,2 of the Parent Questionnaire
Table 48: Raw Data- -Control Parent Group Post-Test
Scores,
Section 11,2 of the Parent Questionnaire
Table 49: Raw Data- -Control Parent
Test Scores, Section II,
Group Pre-Test
3 of the Parent
and Post-
Quest ion-
naire
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TABLE 20
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
PRE-TEST SCORES,
TEACHER- INTERNS
SECTION II OF THE
' QUESTIONNAIRE
Scores
Sub j ect
s
I terns
:
1 2 3 4
1 2 4 1 4
2 1 3 2 2
3 1 4 1 5
4 1
.
5 2 4
5 1 3 1 4
6 L 4 1 5
7 2 4 2 3
8 2 4 1 5
9 1 2 1 4
10 1 4 2 4
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TABLE 21
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
POST-TEST SCORES, SECTION II OF THE
QUESTIONNAIRE
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TABLE 24
RAW DATA; EXPERIMENTAL TEACHER- INTERN GROUP
PRE-TEST AND POST-TEST SCORES, SECTION TV,
1 OF THE TEACHER- INTERNS’ QUESTIONNAIRE
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TABLE 25
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
PRE-TEST SCORES, SECTION IV,
2
OE THE QUESTIONNAIRE
Score s
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TABLE 26
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
POST-TEST SCORES, SECTION IV,
2
OF THE QUESTIONNAIRE
Subj ect
s
terns
Scores
1
2
3
4
5
6
7
8
9
10
3
2
2
4
2
2
2
4
4
3
2
2
2
4
3
2
3
3
2
2
2
3
2
4
2
2
2
4
2
1
3
2
2
4
2
3
2
4
3
2
5
2
2
4
3
2
2
3
2
2
3
2
2
4
3
2
2
2
2
3
3
3
2
4
3
2
2
2
2
3
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TABLE 27
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
PRE-TEST SCORES, SECTION IV,
3
OF THE QUESTIONNAIRE
Scores
Sub j ect
s
Items a b c d e f §
1 2 2 2 3 3 2 2
2 2 1 2 1 1 2 1
3 1 1 1 1 1 1 1
4 1 1 1 1 1 2 2
5 3 1 2 4 3 2 3
6 1 2 2 2 2 2 1
7 2 3 3 4 3 2 3
8 3 3 3 3 3 3 3
9 3 3 3 3 3 3 3
10 2 1 1 3 3 2 2
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TAB LI- 2 8
RAW DATA: EXPERIMENTAL TEACHER- INTERN GROUP
POST-TEST SCORES, SECTION TV,
3
OF THE QUESTIONNAIRE
Scores
Sub j ect s I terns a b c d e f g
1 3 3 9 3 2 2 2
2 1 2 1 1 2 2 1
3 1 1 1 1 2 1 1
4: 3 3 3 3 3 3 3
5 1 1 1 1 2 2 2
6 1 1 1 2 1 1 1
7 2 2 2 2 2 2 2
8 1 1 1 3 2 2 2
9 2 2 1 2 2 2 1
10
1
2 n 2 3 2 2 2
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TABLE 29
RAW DATA: EXPERIMENTAL TEACHER- INTERNS ’ PRE-TEST
AND POST -TEST SCORES, SECTION IV,
4
OF THE QUESTIONNAIRE
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TABLE 30
RAW DATA: CONTROL TEACHER- INTERN GROUP PRE-TEST
SCORES, SECTION II OP THE TEACHER- INTERN
QUESTIONNAIRE
Scores
Subj ect
s
Items 1 2 3 4
1 1 4 2 4
2 2 4 2 4
3 2 3 2 3
4 4 3 2 5
5 2 4 3 4
6 2 4 2 4
7 2 4 1 4
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TABLE 31
RAW DATA: CONTROL TEACHER- INTERN GROUP POST-TEST
SCORES, SECTION II OF THE QUESTIONNAIRE
Scores
Sub j ect s I terns 1 2 3 4
1 2 4 2 4
2 2 4 2 4
3 2 4 1 4
4 2 4 2 4
5 2 4 3
3
6 2 4 2
4
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216
(
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TABLE 54
RAW DATA: CONTROL TEACHER- INTERN GROUP PRE-TEST
AND POST-TEST SCORES, SECTION IV,
1
OF THE
TEACHER- INTERN QUESTIONNAIRE
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TABLE 35
RAW DATA: CONTROL TEACHER- INTERN GROUP PRE-TEST
SCORES, SECTION IV, 2 OF THE QUESTIONNAIRE
Subjects
Scores
I terns a b c d e f
1 3 3 3 3 4 4 4
2 3 3 2 3 3 3 3
3 3 3 3 2 4 3 2
4 2 2 2 2
- 3 3
6 4 3 2 3 3 3 3
7 2 2 2 3 2 2 2
8 4 2 1 2 3 4
3
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TABLE 36
RAW DATA; CONTROL TEACHER- INTERN GROUP POST-TEST
SCORES, SECTION IV, 2 OF THE QUESTIONNAIRE
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TABLE 37
RAW DATA: CONTROL TEACHER- I NTERN GROUP PRE-TEST
SCORES, SE CTION IV,
5
OF THE QUESTIONNAIRE
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TABLE 38
RAW DATA: CONTROL TEACHER- I NTERN CROUP POST-TEST
SCORES, SECTION IV,
5
OF THE QUESTIONNAIRE
Scores
Sub j ect
s
Items a b c d e £
1 2 2 1 2 2 1 1
2 1 2 1 3 3 2 2
3 1 2 1 4 :>
7 2
4 2 3 2 3 3 2 2
5 2 2 3 3
-
-
-
6 1 1 1 2 2 2 2
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TABLE 39
RAW DATA: CONTROL TEACHER- INTERNS ' PRE-TEST AND
POST-TEST SCORES, SECTION IV,
4
OF THE
QUESTIONNAIRE
TABLR 40
US
RAW SCORE; EXPERIMENTAL PARENT GROUP PRE-TEST
SCORES, SECTION 11,1 OE THE PARENT
QUESTIONNAIRE
Sub j ect
s
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
I torn:
3
1
1
4
2
2
2
1
5
1
Scores
3
2
1
1
1
3
3
3
2
1
4
1
2
4
1
3
2
1
2
1
4
2
2
1
1
1
1
2
1
X
2
1
1
2
1
3
2
2
1
1
1
].
2
1
1
2
3
2
2
1
1
3
3
2
4
2
1
4
1
5
3
2 2
3
1 3
2
2
1
2
1
3
2
2
2
3
1
2
1
3
1
2
2
1
1
1
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TABLE 41
RAW SCORE: EXPERIMENTAL PARENT GROUP POST-TEST
SCORES, SECTION 11, 1 OF THE PARENT
QUESTIONNAIRE
Scores
Subj ect
s
Items a b c d e f g h i
3 3 3 3 3 3 3 3 3
2 1 1 1 1 1 1 1
-
1
X
3 2 1 2 1 - - 2 2 3
4 1 2 2 2 2 2 1 2 3
5 1 1 1 1 1 1 1 1 1
6 2 2 2 1 2 1 3 2 2
7 1 1 1 1 1 1 1
1 1
8 1 1 1 1 1 1 1
1 1
9 1 1 2 1
-
- 2 1 1
10 2 2 1 1
- 1 1 2 2
11 1 2 1 1 1 1 2
2 2
12 2 2 2 2 2 2
2 2 2
13 2 3 2 2 2 2
2 3 2
14 3 3 2 2 3
2 3 3 3
15 2 2 1 1 1
1 4 1 2
16 4 4 4 1
5 4
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TAULF, 4 2
RAW DATA: HXrF.RIMENTAL PARENT GROUP PRE-TEST
SCORES, SECTION 11,2 OE THE PARENT
QUESTIO N NAIRE
Scores
Subi ect
s
[terns a b c d e f
1 2 1 2 2 2 1
2
-
- 3 - 3
3 1 2 2 2 2
-
4 1 1 1 1 1
2
5 2 2 3 2
2 3
6 1 3 3 3
2 2
7 1 1 1
1 1 1
8
- 2 1 1 2 2
9 2 1 2
1 1 2
10 3 3 3 3
3 3
11 5 3 3 2
2 3
12 2 3 2
2 2 2
13 2
-
- 1 1
•
14 2 1
2 1 1 2
15 2
-
- 3 3
16 1 1 1
1 1 1
>2e
1
2
3
4
5
6
7
8
9
10
11
12
13
14
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TABLE 43
EXPERIMENTAL PARENT GROUP POST -TEST
:ORES, SECTION 11,2 OF THE PARENT
QUEST lONNAIRE
Scores
terns
2
1
1
2
1
1
1
1
2
2
1
1
2
2
1
2
1
1
2
1
2
1
1
2
1
1
2
2
2
2
2
1
2
2
1
2
1
1
2
2
2
2
2
3
1
2
1
2
1
1
2
1
1
2
2
2
2
3
1
2
2
1
2
1
2
1
1
1
2
1
2
2
2
?
2
2
1
2
2
3
1
1
1
2
].
2
2
3
2
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TABLE 44
RAW DATA: EXPERIMENTAL PARENT GROUP PRE-TEST
AND POST-TEST SCORES, SECTION 11,3 OP THE
PARENT QUESTIONNAIRE
Scores
Sub 3 ect Pre-Test Post -Test
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
4
3
3
4
3
2
4
4
2
3
4
4
3
2
4
4
2
4
4
4
4
4
4
4
2
3
4
2
3
4
4
2
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TABLE 45
RAW DATA: CONTROL PARENT GROUP PRE-TEST SCORES
SECTION 11,1 OF THE PARENT
QUESTIONNAIRE
Scores
Subjects Items a J
^
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TABLE 46
RAW DATA; CONTROL PARENT GROUP POST-TEST SCORES,
SECTION 11,1 OP THE PARENT
QUESTIONNAIRE
Scores
Sub j ect
s
Items a b c d e f 8 h i
1 1 1 1 1 1 1 1 1 1
2 2 2
• 2 2 - 2 2 2 2
3 1 1 1 1 1 1 1 1 1
4 3 3 1 1 1 1 3 1 1
5 3 3 3 3
- - 3 3 3
6 2 3 2. 2 2 2 1 2 2
7 3 3 2 2 1 1 4
- 1
8 1 1 1 1 1 1 1 1 1
9 1 2 - 1
1
1 1 2 - 1
10 4 3 3 2 3 3 3 3 3
11 2 2 1 1 2 1 1 1 1
12 3 4 3 3 3 3 4 3 3
13 1 2 2 1
- 1 2 2 1
14 1 2 2 2 2 2 1 2
2
15 1 1 1 1 1 1 1 1
1
16 3 3 3 3 3 3 3 3
3
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TABLE 47
RAW DATA; CONTROL PARENT GROUP PRE-TEST SCORES,
SECTION 11,2 OF THE PARENT QUESTIONNAIRE
Scores
Sub j ect
s
I terns a b c d e f
1 1 1 1 1 1 2
2 1 1 2 1 1 1
3 1 1 1 2 2 2
4 - - - -
- 3
5 1 1 1 1 1 1
6 1 1 2 2 2 2
7 1 3 2 2 1 3
8 1 1 1 1 1 1
9 1 1 2 2 1 2
10 1 2 1 1 1 2
11 1 2 2 2 3 3
12 2 2 2 1 2
-
13 1 1
- 1 - -
14 2 2 2 1 2
1
15 1 1 1 1 1
2
16 -
-
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TABLE 48
RA.W DATA: CONTROL PARENT CROUP POST-TI-ST SCORES,
SECTION n, 2 OP THE PARENT QUESTIONNAIRE
Scores
Sub 3 ect
s
I terns. a b c cl e f
1 1 1 1 1 1 1
2 1 2 2 1 2 2
3 1 2 2 1 1 2
4 2 2 3 2 2 2
5 2 2 2 2 2 2
6 2 2 2 2 2 2
7 2 1 2 1 2 2
8 1 1 1 1 1 1
9 1 1 1 1 1 I
10 2 2 2 2 2 2
11 1 1 1 1 1 1
12 2 3 3 2 3 3
13 1 1 1 2 2 2
14 2 2 3 3 3 2
15 2 2
'1
X 1 2 2
16 2 2 2 2 2 2
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TABLE 49
RAW DATA: CONTROL PARENT GROUP PRE-TEST AND
POST-TEST SCORES, SECTION 11,3 OE THE
PARENT QUESTIONNAIRE


